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Internationally, there is growing interest in assessing teacher competence 
prompted by demand for quality assurance and for greater recognition of the 
teaching profession (Verloop, 1999). The United States has a long tradition in 
teacher assessment, reflected in both the volume of research 
articles and books published, and the instruments developed. In the United States, 
the principle of accountability to taxpayers was a major incentive for directing 
attention at teacher assessment. Various instruments have been developed to 
assess teachers at various stages in their professional careers in the context of 
selection, certification, and professional development (Dwyer, 1998). Much 
information in the present study was drawn from this body of literature. This does 
not, however, mean there is no teacher assessment tradition in countries beyond 
the United States. Pelkmans (1998), for instance, described teacher assessment 
practices in England, Wales, Germany, Australia, and the Netherlands. These 
countries do, however, have less experience than the United States. In the 
Netherlands, as well as in other countries (Pelkmans 1998), teacher assessment is 
receiving greater attention because of the increased scope for policy-making by 
schools, one of the consequences of which is to make differentiation of position 
and pay possible (Verloop, 1999; Straetmans and Sanders, 2001). Growing 
emphasis on competence-based training is also increasing demand for assessing 
teacher competence. In addition, a law adopted in the Netherlands provides that 
professionals in education must satisfy competence requirements. The Dutch 
foundation for professional teaching competence (SBL, 2003) formulated 
requirements for seven domains of competence that are considered crucial for  
Teacher Oral Competency Framework (TOCF) 2011 
 
 3 
beginning teachers. The requirements must be met by teacher training colleges 
and school organisations. Finally, the option of allowing faster transfer into 
education from other occupations has been opened up to counteract the threat of 
teacher shortages in the Netherlands (Klarus, Schuler and Ter Wee, 2000; 
Tillema, 2001).  
 
In Malaysia, there is no set of agreed upon oral competency framework for 
secondary school teachers. Research outside Malaysia shows that one set of 
competency framework does not always fit teaching specialisations (Barblett & 
Maloney, 2002).  The developments described above call for a coherent approach 
to assessing teacher oral competence. This study presented some fundamentals for 
a framework for assessing teacher oral competence.  
 
This study is designed to evaluate the oral competencies of secondary schools 
teachers in Malaysia. The research identifies and evaluates the oral competencies 
in two areas, i.e. personal competencies and professional competencies for 
secondary school teachers. The development of the nation depends on the quality 
of its education. The teacher is the most important factor in the process of 
education. The quality and level of excellence in education depend upon the 
quality and competence of the teacher.  
  
 
Definition of Key Terms 
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Competence: There is no generally accepted definition of the concept of 
competence. Recently several authors (e.g. Bos, 1998; Mulder, 2001; Van 
Merrienboer, Van der Klink and Jansen, 2002) have reviewed the literature and 
come up with comprehensive definitions. A first and important distinction can be 
made between ‘competence’ and ‘competency’. According to  
Mulder, competence is a comprehensive concept for abilities or capabilities of 
people or organisations, while a specific competency forms a part of competence. 
Competency (plural competencies) is a narrower, more atomistic concept used to 
label particular abilities (see also McConnell, 2001). Based on a study of dozens 
of definitions of competence (e.g. Bunk, 1994; Spencer and Spencer, 1993; Parry, 
1996), Mulder (2001) derived a definition that captures most of the important 
authors: ‘competence is the ability of a person or organisation to achieve 
particular levels of performance’ (p. 76). Citing different authors he adds that the 
competencies of individuals consist of: 
• integrated action proficiencies 
• which are made up of clusters of knowledge structures, 
• cognitive, interactive, emotional, and where necessary psychomotor 
   skills 
• and attitudes and values which are necessary for: 
• performing tasks, 
• solving problems, 
• and more generally the ability to function in a particular: 
• occupation, 
 









According to Kalra (1997) competence is usually understood as quality 
performance. It remains an estimate unless actually demonstrated actual 
performance situation.  
The teacher’s competency will mean teacher’s power, skills, means or talent to 
perform his functions satisfactorily as a teacher. Teacher competence differs from 
“teacher performance” and “teacher effectiveness”. Teacher competence infact, is 
a stable characteristic of the teacher that does not change applicably when teacher 
moves from one situation to another.  
 
Oral Communication skills: Communication skills which contribute to effective 
teaching practice have been regarded as important factors in teacher education 
courses (Lee, 1997).  
Bleach (2000, p. 10) states that communication skills can be explored under two 
broad headings - verbal communication and nonverbal communication and the 
ways in which these practices are used effectively in teaching and learning. 
Bygate (2003, p. 116) defined skills as “a hierarchy of decisions and automated 
actions used as an integrated whole, the lower ones depending on higher ones”. In 
the context of this study, teacher talk and language is one of the verbal 
communication skills presented by Bleach (2000). Therefore, communication 
skills in this study are regarded as the following: teacher talk and language; skills 
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of interacting; skills of transmitting an appropriate message by presenting; 
explaining and discussing; checking the message has been received by 
questioning, prompting and clarifying; and non-verbal communication skills used 
by the teachers in their learning and teaching contexts and how their 
communication skills depend on each other. 
 
Primary Aim of Study 
The overall aim of the study is to develop a teachers’ oral competency framework 
for Malaysian secondary school teachers with the focus on the teaching of English 
and Mathematics. 
 
Research Objectives  
A significant number of objectives in this study are achieved from the following:  
 To explore oral communications skills in the teaching of English and 
Mathematics. 
 To determine oral competencies required by secondary school teachers 
involved in the Malaysian education system. 
 To make explicit the oral communication skills of English and 
Mathematics secondary school teachers.  
 To investigate different aspects of teachers’ oral competencies. 
 To develop descriptions of teachers’ oral competencies to accompany 
Teacher Competency Framework.  
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 To gather teachers’ feedbacks and perspectives on the development of oral 
competency framework.  
 To identify teachers’ oral competencies that can be used for professional 
development and teacher training. 
 To document the Teacher Oral Competency Framework in reflecting the 
best teaching practices that would be required of the Malaysian education 
system. 
Research Questions (RQ) 
The study addresses the main research question:  
What are the oral competencies required of teachers involved in teaching and 
learning of English language and Mathematics at Malaysian secondary schools? 
 
The specific research questions are: 
Q1.   What are the teachers’ oral communication competencies when teaching in 
their secondary school classrooms? 
Q2.   What oral communication competencies should the teachers acquire in the 
near future? 
Q3.   How do teachers perceive their own oral communication skills in their 
teaching contexts? 
Q4. What kind of oral communication difficulties, if any, do teachers experience 
in teaching?  
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Q5.   How can the teachers use this framework to develop their oral competencies 
in teaching? 
 
Significance of the Study 
This study of teachers' oral communication skills in their learning and teaching 
contexts is significant for two main reasons. First, this study addresses the paucity 
of research documenting teachers' oral communication skills in relation to 
professional development and teaching practices. The lack of research attention to 
the challenges of comparison of oral communication skills in two contexts 
introduces a gap in professionals' and general educators' knowledge. The 
population of secondary teachers in Malaysia has grown steadily in the last few 
decades (Teacher Education Division, 2007), yet teacher training for oral 
communication skills remained uncommon. Little is known about how teachers 
are dealing with their oral communication skills when teaching and learning or 
how teachers feel about their oral communication skills when teaching and 
learning or the relationship of their oral communication skills between two 
contexts. This study provides insight into teachers' experiences through an 
investigation of their oral communication skills. 
This study is also significant because it extends and integrates theory of 
reconceptualisation of teacher knowledge relating to second language learning 
and English as a Second Language (ESL) and Mathematics teaching. The 
influence of conceptions of teaching and learning on teacher knowledge is used as 
an interpretive framework for understanding the relationship of the knowledge of 
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communicative competence and the skills of oral communication as demonstrated 
in the teaching contexts. The question is whether these uses of oral 
communication, including the communication strategies involved and willingness 
to use them, are relevant to the oral communication skills required of teachers in 
their learning and teaching. It is hoped that comparing the similarities and 
differences between the oral communication skills and communication strategies 
employed in classrooms and those reported in previous research might provide 
better insight into the understanding of the reconceptualisation of secondary 
school teacher knowledge and skill. Knowledge of teachers' oral communication 
skills and perceptions of oral communication skills will help teacher education 
programs and school administrations provide informed, relevant training and 
support for all ESL and Mathematics teachers. 
 
Organization of the Study 
The next chapter presents the background and context of English Language and 
Mathematics teaching in Malaysia. Chapter 3 reviews relevant literature. Chapter 
4 outlines the participant selection, data gathering, and data analysis procedures 
and delineates the findings from the data analysis procedures. Chapter 5 discusses 
the making of the framework and the findings from the literature. Chapter 6 
concludes the study with a discussion of the results, the implications, and a call 
for further research.  
 
 







































This chapter describes the context and background to the present study in two 
main parts. The first main part describes the development of the role of English 
language and English language Education Policy and Mathematics in Malaysian 
education from the 1950’s, when schooling consisted of a separate system of 
various languages of instruction, to the present time. The second main part 
outlines the current context of Teacher Education Philosophy in Malaysia and its 
implications for teachers, and particularly ESL and Mathematics teachers. 
 
Part 1: English Language Policy and Development of the Role of 
English in Malaysian Education 
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Since 1956 (the year prior to independence) status planning in relation to 
the medium of instruction has been an important issue in Malaysia. A committee 
to recommend educational directives was established in the preparation for 
independence. Through their major report entitled The Report of the Education 
Committee 1956, better known as the Razak Report of 1956 (Government of 
Malaysia, 1957), suggestions were made to change the status of the various 
languages in use at that time in Malaysia. The Razak Report became the 
cornerstone of Malaysian educational policy, with the goal to create a broader 
sense of national unity through common linguistic affinity. A single uniform 
system of education, with Bahasa Malaysia as the medium of instruction, would 
be implemented as a stepping stone to promote the development and unity of the 
new nation. It was hoped that a common language Bahasa Malaysia and a national 
education system would create a common culture and a new national identity in a 
pluralistic society.  
Before 1956, education in Malaysia had consisted of four separate systems 
which differed from one another based on the language of instruction. The four 
systems in question included the Malay that used Bahasa Malaysia as the medium 
of instruction (Platt and Weber, 1980; Karim, 1981; Pakir, 1993; Gaudart, 2003); 
the English that used English language as the system of instruction (primarily 
British English); the Chinese that used mainly Mandarin as the medium; and the 
Indian that used mainly Tamil. The Malay, Chinese and Tamil systems were 
known collectively at the time as the vernacular school systems.  
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English, which was not the native language of any of the main groups, 
became the preferred language for those who had access to English schools 
located in urban areas. The English medium system, prior to its demise, was 
considered to offer further opportunities and privileges. Those that received an 
English medium education were more likely to advance to university in 
Peninsular Malaysia, Singapore, or Britain where English was the medium of 
instruction. For those who did not receive an English medium education, their 
higher education alternatives were more limited. Those educated in Malay might 
choose to relocate to Indonesia for further study while educated Chinese often 
went to Singapore, Taiwan, or even China, and Indians could go to India to 
continue their education (Pakir, 1993; Gaudart, 2003).  
Given the importance of the difference in educational opportunity based 
on linguistic/ethnic lines, the Razak Report suggested that a national education 
system adopt Malay Language as the national language of instruction and at the 
same time preserve other languages through limited language courses. The Razak 
Report became a policy soon after it was submitted. For its implementation, it 
became compulsory for all government-aided schools to offer instruction in 
Bahasa Malaysia. On the other hand, the private schools could function 
independently from the report’s directive. In practical terms, it was recognized 
that the implementation of the Bahasa Malaysia as the medium of instruction 
policy would take much time. Therefore, the report established that 26 years 
(1956 - 1983) would be the change over time. By 1983 all government aided 
educational institutions would have to use Bahasa Malaysia as the medium of 
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instruction. Although certain primary schools were allowed to continue using 
Tamil or Mandarin as the medium of instruction, the curriculum content was 
planned by the Ministry of Education to ensure some form of agreement in the 
content. 
The government was dedicated to a policy of maintaining English as a 
strong second language in spite of the decision to introduce Bahasa Malaysia as 
the medium of instruction. As a result, English was taught as a subject from year 
one of all Malay medium primary schools, secondary schools and year three of 
Chinese and Tamil schools. Various government documents stressed the 
economic, international and political value of English, including for example, The 
Education Act 1996 and Vision 2020. 
In spite of its official secondary status, English was still extensively used 
in higher education as most of the reference texts were in English. University 
undergraduates studied English as a compulsory subject in order to be able to 
access reference materials, which were mostly in English. Malaysians still valued 
higher education in English speaking countries, as a good command of English 
continued to be seen as a means of educational advancement. The government 
also funded large numbers of students to acquire professional degrees overseas. 
The Prime Minister’s first goal for higher education was to fulfill national needs 
by producing “... graduates who possess relevant skills to participate in the 
technological and economic development of the country” (Marimuthu, 1984: p. 
4).  
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The gradual implementation of the National Education Policy (1987) has resulted 
in the widespread use of English so that children from both urban and rural areas 
are given equal opportunity to learn the language. Such opportunity is no longer 
dictated by urban boundaries and wealth. However, each child has different 
exposure to the language. While the rural child’s exposure to English begins and 
ends in the classroom, the exposure an urban child receives often goes beyond the 
classroom into the domain of home and friendship (Hazadiah, 1990, p. 43).  
English is used to write statutory documents, which are then translated 
into Bahasa Malaysia because Bahasa Malaysia is the official language of 
administration. English is also widely used in the high court and in the diplomatic 
service. In the private sector, most local and international business is conducted in 
English. This has led to a split between the public and private sector where the 
public sector operates in Bahasa Malaysia and the private sector tends to operate 
in English. Besides, English is also widely used as a language of communication 
for social purposes in urban areas, and for people who have been educated in 
English or who have studied overseas, English continues to be used by the mass 
media. For instance, Malaysian television stations broadcast a large number of 
television programs in English, although many of them carry subtitles in Bahasa 
Malaysia. News broadcastings in English can be heard daily over radio and 
television and there are four English medium national newspapers; The Star, The 
Sun, The Malay Mail and The New Straits Times. In spite of the government’s 
decision to promote the use of Bahasa Malaysia, English still has an important 
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role to play in the social, economic and educational life of the country, especially 
in urban areas. It can be said that the status of English  
language in Malaysia has changed, and that English language no longer has the 
status of a second language (as it had ten to fifteen years ago). As far as this study 
is concerned, English  
language is most appropriately seen as a language for communication (Thornbury, 
1996, Gill, 2002). It is another language to be learned besides the first language, 
Bahasa Malaysia. 
English Language Teaching Policy of Secondary Schools  
  The policy of English language teaching clearly states that English 
language is still a strong second language in Malaysia. The secondary English 
language syllabus, for instance, declares:  
In keeping with the National Education Policy, English is taught as a 
second language in all government-assisted schools in the country at both 
the primary and secondary levels of schooling… Despite the decision to 
introduce Bahasa Malaysia as the main medium of instruction in 
Malaysian schools, the government however was committed to a policy of 
maintaining English as a ‘strong second language’, in that it would be the 
second most important language in the country, in international relations 
and in the economic area (KPM, 1995, p. 1).  
 
This syllabus is attested to by the decision to have the English language taught as 
a subject from Year One of the primary school in all national primary schools and 
Year three of Chinese and Tamil schools. The 3
rd
 Malaysia Plan 1976-1980, 
released in 1976, specifically spelt out the role of English, explaining that, while 
the government will implement vigorously the teaching of Bahasa Malaysia, 
measures will be taken to ensure that English is taught as a strong second 
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language. This is important if Malaysia is to keep abreast with scientific and 
technological developments in the world and participate meaningfully in 
international trade and commerce (Government of Malaysia, 1991, p. 384). In 
order to keep up with scientific and technological developments, the New 
Secondary School Integrated Curriculum (NSSIC) English Specifications (2003, 
p. 1) states “that the teaching of English is to enable all school-leavers to  
use English in certain everyday situations and work situations”. The curriculum 
document encourages students to pursue higher education in the medium of 
English. It also seeks to balance the need to preserve Bahasa Malaysia and to 
enhance the importance of the English language. On this, Pillay (1995, pp. 8-9) 
wrote:  
           The Cabinet Report, whilst reinforcing the position of Bahasa Malaysia as 
the national and official language of the country, also emphasized the 
teaching and learning of English as an important tool for the purpose of 
gaining knowledge in the field of science and technology.  
 
Even Vision 2020, authored by the former Prime Minister Tun Mahathir 
Mohamed in 1991, places importance on English. It has been emphasized that 
every educated Malaysian should have proficiency both in the national language 
and in English. Skill in English is one of the prerequisites for achieving Vision 
2020, a vision which contains, 
thoughts on the future course of our nation and how we should go about to 
attain our objectives of developing Malaysia into an industrialized country  
(Malaysia: The Way Forward, 1991).  
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In line with the above aspiration, Tun Mahathir Mohamed, in his latest 
announcement in Vision 2020 on the importance of English has stated that the 
government is exploring ways to improve the teaching of English in universities 
as this is seen to be essential in stimulating the nation’s growth. He expressed the 
concern that the teaching of the language must reach a desired level, especially in 
international communication, as follows:  
If we want to be good managers, we have to master English 
except for those whose dealings do not require them to be 
proficient in the language. This regardless of whether they are 
in the private or public sector. (New Straits Times, Dec. 3, 
1994) 
 
Tun Mahathir also added that the government wanted the people to be proficient 
in English language in every important aspect such as delivering speeches, 
conducting negotiations, preparing drafts of agreements, and in routine business 
communication. If the people do not reach that level of proficiency especially in 
international business, the country’s trading will be confined to domestic 
transactions and these restrictions will be a disadvantage. Thus, it is important that 
a suitable approach to teaching techniques of the language should be worked out 
quickly and the existing methods enhanced. 
The 7
th
 Malaysia Plan, 1996-2000, also stresses the development of 
communication skills in a second language. It is anticipated that with increasing 
globalisation of the world economy, the country will face more competition in 
trade and investment. In view of the challenges ahead, the plan states that 
Malaysians should be well equipped with a strong base in education and training, 
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including the ability to communicate in a second language, which is English, the 
international language of commerce (Nair-Venugopal, 2001). 
 Mathematics Education in Malaysia 
The Teaching of Mathematics and Science in English or Pengajaran Matematik dan 
Sains dalam Bahasa Inggeris (PPSMI)was implemented in Malaysian primary 
schools in 2003. Before the implementation of English in the Teaching of 
Mathematics and Science PPSMI or, the medium of instruction for these subjects was 
the Malay language or Bahasa Melayu. The conversion was seen as a way to help 
students to access scientific and technological knowledge in English. The Malaysian 
government stressed that mastering the English language was central to mastering 
knowledge in science and technology. It was also viewed that the standard of English 
among Malaysian school leavers has declined and resulting in poor marketability for 
employment among the school leavers (Rohani and Azali, 2005). 
 
Components of Mathematical Communication in the Classroom 
Communication in the classroom brings along with it the values of the community. In 
the case of the primary classroom, the teacher who is obviously older, more mature 
and knowledgeable than the children from the ages of seven to twelve holds the key 
in value transmission in the Mathematics classroom. Not only do the pupils learn 
mathematical facts and ideas but they also acquire the informal knowledge about 
Mathematics: what it means to study and do Mathematics and the values the nature of 
the subject carries through the informal activities of the lesson such as through 
communication (Bishop, 1988). The researchers would like to suggest the following 
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features that would be appropriate components of communication in the primary 
Mathematics curriculum in Malaysia: 
1. Classroom communication is very much influenced by the multilingual and 
multicultural nature of the classroom. Communication on a formal level in Malaysia 
is carried out using English which is often the second language for both the teachers 
and pupils. Granted that there is a growing urban middle-class that speaks English at 
home, it is however generally an uncommon occurrence in 
Malaysia. 
2. Communication can be enhanced through various means of representation, such as 
through symbols, diagrams, drawings, charts and graphs which are commonly used in 
mathematics. This feature becomes an even more important consideration when 
mathematical communication is carried out in a second language. 
A plausible framework for communications in the Mathematics should place 
communications in the context of the classroom together with other important 
criteria for planning a good lesson: rich tasks which enable the pupils to engage in 
mathematical thinking, constant evaluation of the lesson by the teacher both 
during and after the lesson and the creating of a suitable environment so the 
mathematical discourse can take place (National Council of Teachers of 
Mathematics, 1991; Bahagian Pendidikan Guru, 1998). Classroom 
communication is mutually influenced by the tasks, the environment and the 
analysis/evaluation of the lesson and the teacher thus needs to consider classroom 
communications together with these important entities of the lesson. 
The Aims of English Language Teaching in Secondary Schools  
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            English language is currently a compulsory subject in all primary and 
secondary school curricula in line with its status as a second language in the 





English is a means of communication in certain everyday activities and 
certain job situations. It is also an important language to enable Malaysia 
to engage meaningfully in local and international trade and commerce. At 
the same time, it also provides an additional access to academic, 
professional and recreational materials (KPM, 1998b, p. 2).  
 
English language teaching in secondary education, therefore, aims at equipping 
pupils with the English language skills (listening, speaking, reading and writing) 
and knowledge of grammar to enable them to communicate (orally and in writing) 
in and out of school for different purposes, and different situations.  
 
English language … is being taught at all levels of primary school to 
equip the pupils with the fundamental (basic) language skills. (This is) to 
enable them to use the language to communicate in certain situations. 
Hence, the English language program focuses on the skills of listening, 
speaking, reading and writing (KPM, 1995, p. iii; translation).  
 
English language teaching is an integral part of the whole National Education 
System, which is based on the National Education Philosophy. The Philosophy 
acknowledges that knowledge is the key determinant of the destiny and survival 
of the nation. The purpose of education is therefore to enable the Malaysian 
society to have a command of knowledge, skills and values which are necessary 
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for a highly competitive and globalised society, arising from the impact of rapid 
development in science, technology and information.  
 
(It) is to enable pupils to acquire proficiency in the language so as to 
equip them with positive communication skills and knowledge of English 
that will enable them to widen their networks of interpersonal relations 
and have direct access to information for general knowledge and leisure-




New Secondary School Intergrated Curriculum  
The current curriculum which is called New Secondary School Integrated 
Curriculum (NSSIC), introduced in 1988 is based on the National Education 
Philosophy. The objectives are to create a wholesome individual with high moral 
values. The NSSIC was implemented at the lower secondary level in 1988. Its 
language program is limited to four languages - Malay, English, Chinese and 
Tamil. In 1989 the curriculum was implemented in phases up to Form Five level.  
The introduction of the NSSIC curriculum into Malaysian secondary 
schools has brought changes in the traditional classroom roles of teachers and 
students. For the teacher, the NSSIC requires a shift away from the traditional 
strategies of teacher-dominated and teacher-directed classes. Teachers are 
encouraged to develop a strategy of encouraging learners to take a more active 
role in their own learning. In addition, the curriculum provides opportunity to 
students to develop their talent in certain vocations. The main focus of the 
curriculum is on an integrated educational approach. The approach incorporates 
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knowledge with skills and moral values. It also combines theory with practical 
training, curriculum with co-curriculum.  
The NSSIC English Language Secondary School Syllabus, which can be 
referred to as a “Notional-functional syllabus”, has its theoretical base in the 
communicative approach. Its intent is to equip students with communicational 
ability and a competency to perform language functions, using correct language 
forms and structures. While the previous "Communicational Syllabus" did not 
explicitly mention any grammatical items to be highlighted, the NSSIC English 
Language Syllabus lists an inventory of grammatical items, vocabulary, 
punctuation, and aspects of the sound system that the teacher may highlight 
should the topic being covered lend itself to it.  
At present, English is still taught for further studies and for work. 
However, English is becoming increasingly important in Information and 
Communications Technology (ICT) and as a global language (EST Curriculum 
Specifications, 2001, p. 2). Although government officials have asked teachers to 
begin focusing on oral communication skills in English instruction based on the 
communicative methodology, it is not clear whether the majority of such 
secondary school teachers have sufficient English competence to teach English 
effectively or whether they even have confidence in their ability to instruct their 
students to speak English. 
 
Communicative Language Teaching 
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Within the NSSIC curriculum, the Communicative Approach (CA) to 
language teaching and learning advocates the teaching and learning of second 
languages to enable learners to communicate with other speakers of the second 
language (Brown, 2002). Since the early 1970’s, language teaching methodology 
has been largely concerned with developing communicative competence, that is, 
knowing what to say, to whom, and how to say it, and communication strategies 
(Aldred, 1994; Savignon; 2001). Theoretical and empirical investigations in the 
field of communicative language teaching (CLT) resulted in the development of 
several models of communicative competence (Canale & Swain, 1980; Canale, 
1983; Savignon, 1983, 1997; Bachman, 1990), which are currently used 
worldwide. The focus on the learner and the emphasis on communication made 
CLT highly popular among ESL teachers. The main principle underlying 
communicative language teaching is the notion of “communicative competence” 
which was originally defined by Hymes (1967, 1972) as the aspect of a person’s 
language competence that enables him to convey and interpret messages as well 
as to negotiate meanings  
interpersonally within specific contexts. Brown (1994, p. 74) lists the following as 
four interconnected characteristics of communicative language teaching: 
1. Classroom goals are focused on all the components of communication 
competence including sociolinguistic and discourse competence (Bachman, 
1990), and not on grammatical or linguistic competence alone. 
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2. Language techniques are designed to engage learners in the pragmatic, 
authentic, functional use of language for meaningful purposes. 
Organizational language forms are a means of achieving this. 
3. Fluency and accuracy are seen as complementary principles underlying 
communicative techniques. However, fluency can sometimes override 
accuracy to keep learners meaningfully engaged in discourse. 
4. Learners are expected to use the target language meaningfully in 
unrehearsed contexts in the classroom. 
 
From the above, it is clear that CA puts a lot of emphasis on speaking skills. This 
is in line with the hypothesis that teachers of a second language (L2) teach the 
target language more effectively through teaching and participating in meaningful 
classroom communication with students. Savignon (2001) identifies five 
components of a communicative curriculum for the 21
st
 century and predicts 
confidently that CLT “will continue to be explored and adapted” (p. 27). In 
Malaysia, attention has been directed to teaching materials based on the CA, 
whereas less attention has been paid to providing teachers with the necessary 
skills and understanding for teaching English. 
 
Part 2: Teacher Education Philosophy and its Implications for the 
Roles of Teachers  
Based on the spirit of the National Education Philosophy, the Teacher 
Education Philosophy will determine the course of direction and source of 
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inspiration for teachers to follow as well as to excel in the teaching profession. It 
states: 
Teachers with noble characters, progressive and scientific outlook would 
be   prepared to uphold the nation’s aspiration as well as to exalt the 
nation’s inherited culture, to ensure individual development and to 
safeguard a united, democratic, progressive and disciplined society 
(Teacher Education Division, 2003) 
 
Objectives of Teacher Education 
With regard to the Teacher Education Philosophy stated above, the main 
objective of teacher education is to train and produce teachers with good personal, 
professional, social and moral qualities. Teachers are to acquire knowledge, 
teaching skills and practice moral values that conform to the teaching profession 
as well as to fulfil the aims and aspirations of the Education Vision programmes 
for the 21st century. 
        Conceptual Model of Teacher Education 
  This model is planned according to the Teacher Education Philosophy and its 
educational objectives. The model contains accountability of teachers under three 
main dimensions which are briefly explained as follows: 
 Divinity (God): Teachers are to upgrade their knowledge, individual 
appreciation and practice based on the belief and the conformation of the 
teachings of their religion. 
 Society: emphasis is placed on the roles of teachers as educators, leaders 
and agents of change. 
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 Personal Self: Emphasis is on the development of teachers’ reasoning 
power, inculcate patriotism, foster knowledge-culture, and to form 
respected personality and noble character. 
Under these three main dimensions, the Conceptual Model of Teacher 
Education covers another three basic aspects: 
1. Knowledge is related with development, and education is 
important to life. 
2. Professional skills include skills to utilize learning materials with 
the aim to upgrade quality of teaching and learning. 
3. Values referred as the practice of good values, love and empathy, 
noble conduct, strong endurance, patriotic, innovative, creative and 
faithfully abide to the ethics of teaching profession. (Siti Hawa, 
1995, p.5) 
These three basic aspects have been integrated in all teaching and learning 
disciplines, including the planning of teacher-training programmes. In addition, 
the Conceptual Model of Teacher Education also emphasised the objective to 
develop the potentials of teachers, well-balanced and integrated spiritually, 
emotionally, intellectually and physically in all aspects. The elements of 
accountability of teachers, such as aspects of knowledge, skills and values as well 





























Teacher Education Division  
 
The Teacher Education Division (TED) in the Malaysia Ministry of 
Education plans and undertakes the selection of candidates and conducts teacher 
education programs. It also acts as a secretariat that is responsible for the planning 
and management of in-service training as well as for the distribution of allocations 
to the nine professional divisions of the Ministry and to all State Education 
Departments. Generally, the implementation of teacher training programs is 
divided into two categories (i) training program for trainee teacher (pre-service 
teachers) and (ii) training program for trained teachers (in-service teachers).  
 
Pre-service Programs  
Training for pre-service teachers is made up of two programs (i) 







Figure 2.1: Conceptual Model of Teacher 
Education (Hanipah, 1999, p. 7) 
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pre-service teachers who are involved in both of the above courses will learn 
teaching skills. However pre-service teachers, who take the major subject, English 
will go through a follow up training about methods of teaching English as a 
second language (TESL) and skills related to language teaching.  
             
In-service Programs  
Training for in-service teachers is divided into the following programs: (i) 
Special Degree Program (For non graduates teachers), (ii) Special Teaching 
Certificate (KSPK) and, (iii) Professional Development Courses.  In-service 
teachers who enrol in these training programs are usually given a fully paid salary 
and training allowance for the Special Teaching Certificate Course and 
Professional Development Courses or half-pay leave for the Special Degree 
Program which is designed for non graduate teachers. Besides the above 
professionalism courses, the TED is also running short-term courses to enhance 
the teachers’ specialisations.  
In a teacher education approach teachers are given new knowledge and the 
means to discover new knowledge for themselves. In the best type of teacher 
education course the teachers are given sufficient relevant and comprehensible 
knowledge to help them to apply it to their own teaching situations. In the worst 
type they are given irrelevant and incomprehensible knowledge and are not 
helped to apply it and sometimes that they feel disembowelled by a new sense of 
inadequacy from finding out how much they do not know (Freeman, 2002; 
Freeman & Johnson, 1998). Giving teachers new knowledge about materials 
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might provide them with some interesting new insights into teaching and learning 
but it would not help them to develop their skills and would be unlikely to have a 
positive effect on their confidence, creativity, flexibility or self-esteem. Therefore, 
it is necessary to develop their communicative competence as well as their 
professional development in order to teach the language. 
Teachers’ Professional Development in Malaysia  
The present study incorporates a number of these views of professional 
development. It stresses the need for teachers to take a lead in society to achieve 
national unity and integration, to mould individuals to become better Malaysian 
citizens with the right attitude towards life and work, and to equip them with 
knowledge and skills necessary to make Malaysia a developed nation by the year 
2020. The teacher’s role with professional competence, therefore, is to provide an 
encouraging environment not only for the acquisition of basic knowledge but also 
for character building. There are various factors that influence and shape teachers’ 
professional development in Malaysia. These factors can be divided into two 
broad groups. The first group is based on national policies and ideologies and the 
second is based on school factors. The philosophy and objectives of teacher 
education in Malaysia are not explicitly stated, neither are they documented as 
one single source of reference. They have to be deduced from many documents 
that deal with national policies and ideologies such as the National Principles, the 
Sixth Malaysia Plan, the National Education Policy, the Professional Code of 
Ethics and the Vision 2020. Taking into account some of the aims for the 
development of education stated in these documents as well as the current 
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political, cultural and socio-economic development in the country, some pertinent 
views about teachers’ professional development can be suggested. 
Factors relating to the school factors relate to the teachers’ and learners’ 
expectations about the nature of learning tasks and the ways in which teachers 
deal with these tasks. They are commonly known as task-related roles or 
professional roles (Siti Hawa, 1995; Govindan, 2000). These describe the 
teacher’s professional skills and competence in the subject area, sensitivity to 
students’ needs, ability to motivate students and the employment of a variety of 
teaching techniques.  
Freeman and Johnson (2005), in summarising what has been done in 
teacher education and teacher professional development, points out that the skills 
and knowledge foreign language teachers need to possess constitute not only a 
high level of language proficiency in all of the modalities of the target language – 
listening, speaking, reading and writing, but also pedagogical knowledge and 
skills, which include knowledge about human growth and development, learning 
theory, language acquisition theory, and a repertoire of strategies for developing 
proficiency and cultural understanding in all students (Canagarajah, 2005; 
Gebhard, 2004; Sullivan, 2001). The above factors that influence and shape 
teachers’ professional development are linked to another issue concerning the 
need for competent teachers in oral communication.  
 Teacher’s Linguistic Competence 
In the context of English as a Second Language (ESL)/ English as Foreign 
Language (EFL), teachers who are linguistically competent are not only be able to 
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recite poetry or be a competent speaker, however, they must able to fulfill a few 
basic requirements. The teacher who is unable to convey the meaning he/she 
intends is more likely to ignore teaching intonation completely. This leads to 
worse frustration when the teacher is unable to teach how oral communication 
varies from situation to situation. In this study, there are types of incompetence 
the teachers have with regard to oral communication skills that need to be 
identified.  
           Proficiency Levels of Teachers 
 The importance of proficiency in the English language is vital to 
Malaysia's development particularly for those involved in the teaching, 
diplomatic and business profession. The standard of English of Malaysian 
teachers has started to decline (Teacher Education Division, 2003). The English 
language teaching profession in Malaysia has now, more than ever been filled up 
with a large and increasing number of low proficient language learners, who have 
chosen to become language teachers as ‘something rather than nothing’. Their 
‘option’ or higher proficient counterparts have chosen programs other than 
teaching to major in disciplines like Medicine, Law, Engineering and Business 
Management. Many of these teachers may not have achieved a high level of 
competence in English. These teachers may have the frightening task of teaching 
the English language which they themselves are insecure in or even 
uncomfortable with. It is therefore not surprising to know that learning English 
while using English, learning English while teaching English, and learning 
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English while using and teaching English, are ongoing and overlapping activities 
for these teachers.  
In this millennium and with the advent of the information age, it is imperative that 
the status of teachers in Malaysia should be defined, clarified and refined. There 
should be a rigorous increase in initial teacher training and new modes of 
delivery. As Nunan (2002, 1996, pp. 86-87) remarks, “Teachers with training but 
with little or no classroom experience will have a limited store of schemata…”. It 
is the schemata, mental representations of classroom experiences and events, 
which are crucial to both understanding and being able to verbalize that 
understanding. Teachers should be able to demonstrate a professional outlook 
with basic tertiary education, and equipped with knowledge, understanding, skills 
and abilities. Continuing professional development of teachers should be of 
foremost priority in the current fast changing environment and keep abreast with 
rapid changes in knowledge and methodology.  
 
Teacher Knowledge in Teaching 
 
Given the importance of studies on knowledge growth in teaching, 
Shulman and his colleagues (Shulman, 1987; Wilson, Shulman, and Richert, 
1987) developed a model outlining the components of a professional knowledge 
base of teaching. Wilson et al. (1987) suggested that teachers draw upon many 
types of knowledge when they are making decisions about their teaching. These 
types of knowledge include: knowledge of subject matter, knowledge of 
curriculum, knowledge of learners, knowledge of educational ends, knowledge of 
educational context, pedagogical content knowledge and pedagogical knowledge. 
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General pedagogical knowledge refers to those broad principles and strategies of 
classroom management and organization that appear to transcend subject matter. 
Curriculum knowledge includes understanding of the materials and programs that 
serve as ‘tools of the trade’ for teachers. Knowledge of learners includes 
knowledge of student characteristics and cognition as well as motivational and 
developmental aspects of how students learn. Knowledge of educational ends 
includes an understanding of educational purposes and values, and their 
philosophical and historical grounds.  
Teacher Knowledge as Content Knowledge 
The term content knowledge is used here in the sense of Shulman (1986), 
which includes subject matter knowledge and pedagogical content knowledge as 
opposed to just pedagogical knowledge. In the teacher knowledge literature, the 
term subject matter sometimes includes pedagogical content knowledge. Subject 
matter knowledge for teaching will be referred to as pedagogical content 
knowledge. 
 Pedagogical content knowledge identifies what is asserted by Shulman 
(1987) as the distinctive body of knowledge for teaching. It is concerned with 
how teachers represent the blending of content and pedagogy into an 
understanding of how particular topics, problems, or issues are organized, 
represented, and adapted to the diverse interests and abilities of learners and 
presented for instruction (Shulman, 1987, pg. 8). If pedagogical content 
knowledge is the effective representation of subject matter knowledge to learners, 
as Shulman puts it, it involves not only an understanding of the content itself, but 
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also an understanding of the learners, their preconceptions and misconceptions, 
and the teaching strategies for dealing with them, as well as the specific contexts 
in which the teaching takes place. Freeman and Johnson (1998) call for a 
reconceptualisation of the traditional knowledge-base of teacher education and 
contend that the core of teacher education must center on the activity of teaching 
itself, the teacher who does it, the contexts in which it is done, and the pedagogy 
by which it is done. As well, they highlight the following three domains “the 
teacher-learner, the social context, and the pedagogical process … in which 
language teachers learn and practice their craft” (p. 406). The framework here 
offers a starting point to understanding the teachers themselves as learners – what 
and how they are prepared in terms of their knowledge-base upon entering the 
profession, and the context where they receive their teacher education. Johnson 
(2003) stated that the categories of knowledge do not exist as separate entities 
from which teachers draw when designing and planning their curricula; they 
interact with each other. It can be said that the pedagogical content knowledge, 
which is central to the teaching act, is an integrated and coherent whole. This kind 
of knowledge is situated and practical because it is closely tied to the specific 
context of the classroom as embodied in teachers’ classroom practices (Tsui, 
2004). 
Dialectical Relationship between Teacher Knowledge and Context 
 There is a dialectical relation between teachers’ knowledge and their 
world of practice. Lave (1988) suggested that “ A dialectical relation is more than 
a declaration of reciprocal effects by two terms upon one another … A dialectical 
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relation exists when its component elements are created, are brought into being, 
only in conjunction with one another” (p. 146). That is to say, teacher’s 
knowledge and the practices in which it is embedded jointly represent the context 
in which they operate, and this in turn is an integral part of the knowledge 
represented. Putnam and Borko (1997) pointed out that “How a person learns 
particular set of knowledge and skills, as well as the situation in which a person 
learns, become fundamental parts of what is learned” (p. 1254). They claim that 
these principles are practical and useful about what and how teachers learn from 
professional development activities (Borko, 2004). Larsen-Freeman (2000, p. 
183) also included “various types of knowledge and the development of skills” 
besides awareness and attitude in a descriptive model of the constituents of 
teaching. This model illustrates the relationship among the four components. 
Therefore teachers’ knowledge must be understood with regard to the way they 
respond to their contexts of work which shape the contexts in which their 
knowledge is developed. This consists of their interactions with people in their 
contexts of work, where they constantly construct and reconstruct their 
understandings of their work. Freeman (2000) observed that “The knowledge that 
animates language teaching can – and needs to – be found within the activity of 
teaching itself and not beyond it, in work about teaching” (p. 1).  Freeman (2000, 
p. 1) referred “the activity of teaching,” to “the teacher and learners as 
participants: to the ways in they conduct their work together; to the background of 
that work; to the tacit norms and the explicit rules they evolve and to do the work 
in the classroom, institution, and wider community; and to the tools they use to 
Teacher Oral Competency Framework (TOCF) 2011 
 
 37 
get the job done. All this together constitutes knowledge”. In order to understand 
teacher knowledge development, it is important to understand how teacher 
knowledge is jointly constituted by the contexts (school and university) in which 
they operate and the way they perceive and respond to them. As teachers respond 
to their contexts of work and reflect on their practices, they come to a new 
understanding of teaching and learning. The knowledge that they develop in this 
process represents part of the contexts in which they operate and part of their 
world of practice. 
 
ESL Teacher Knowledge 
Much of the research on ESL teacher knowledge is limited compared to 
the studies on the knowledge of L1 English teachers. The target language is both 
the medium and the object of learning in ESL teaching. Wright (2002) presented 
the assumptions underlying language, language learning and language teaching. 
He regarded that language has been perceived as a single unified entity, as a 
cluster of entities or genres such as general English versus scientific English. 
Language has also been perceived as knowledge as well as abilities. For instance, 
the former consists of knowledge about phonology, syntax, lexis, and discourse as 
well as sociolinguistics, communication strategies, and strategies for the four 
language skills. The latter includes the four language skills and the subskills in 
each of the four skills. 
 Tarone and Allwright (2005) described the knowledge structure of ESL 
teachers according to Shulman’s (1987) categories of teacher knowledge and 
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conceptualized ESL subject matter knowledge as knowledge about the language 
system that includes phonology, lexis, grammar and discourse. They also 
considered the teaching of the four language skills, language learning strategies, 
and language teaching strategies under pedagogic content knowledge.   
The reconceptualisation of teacher knowledge discussed above, that is the 
integrated nature of teacher knowledge and its dialectical relation with context of 
work, as well as the powerful influence of conceptions of teaching and learning 
on teacher knowledge, will be used as an interpretive framework for 
understanding the relationship of the knowledge of oral communicative 
competence and the skills of oral communication which are embodied in the 
classroom and university practices of the Malaysian ESL teachers in the study.   
In developing this TOCF framework and principles, the researchers have drawn 
on the insights of many educators and my experience as a Mathematics educator 
for the past two decades working in five different countries (Malaysia, Singapore, 
Brunei Darussalam, Australia, and the Philippines). This framework can be used 
to compare teacher education programmes from different countries. Mathematics 
educators can use it to analyze their own teacher programmes will benefit from 
using it to reflect on the comprehensiveness of their training to become 
mathematics teachers. Although the discussion below centers on in-service 
training, it is also relevant to in- house training, for instance, in highlighting 
components that may require further professional development for specific groups 
of teachers. Finer details of the framework are left to the ingenuity of the 
readers.Most PMTE programs will include courses other than mathematics 
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methodology, such as educational psychology, social psychology, classroom 
management, practicum, and the nature of the specific national educational 
system in which the training takes place. Hence, this framework should be 
considered in relation to these other courses 
The Focus: Reflective Teacher, Evidence-based Practice 
The framework specifies that the central focus of PMTE is to empower student 
teachers to become reflective practitioners. This is based on the influential work 
of Schön (1983), supported by other mathematics educators (e.g., Lerman, 1994). 
Although reflection has become a central theme of teacher education, it has been 
used to cover a wide range of related concepts (Korthagen, 2001). Nevertheless, 
reflection should mean that student teachers have to think about what they plan to 
do, how to do it, and analyze what happened after the event. To be reflective is 
the opposite of doing something in a mechanical, routine way. For example, a 
student teacher may wish to use algebra tiles to illustrate the expansion of (a + b) 
2. If this is done because it is in the textbook or electronic resources, or because 
the student teacher has seen other teachers using it, then this is not yet reflective. 
To be reflective, the student teacher needs to consider the pros and cons of several 
methods of teaching this algebraic expansion, examine the literature for plausible 
evidence, and choose one that is likely to be suitable for the mathematical 
background of the target pupils. Then plan the lesson accordingly. During the 
lesson, the student teacher should collect information about how the pupils 
respond to specific aspects of the lesson, for example, noting the questions asked 
by the pupils or their level of engagement with the instructional tasks, and, after 
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the lesson, critically reflect on such information to understand why certain 
techniques work or do not work. An important aspect of this reflection is to relate 
the lesson experience to relevant pedagogical principles such as behaviorism, 
constructivism, or information processing theories, which are usually taught in 
mathematics methodology or education courses. Such reflection will generate new 
understanding or knowledge about teaching. Although this knowledge may not be 
recorded, it has been called the implicit practical wisdom of teachers. A gradual 
accumulation of this knowledge will strengthen future practices that are based on 
reflection rather than routine actions or reactions to specific incidents in the 
classroom. 
A reflective teacher will use different sources of evidence to decide what and how 
to teach. These sources include logical considerations (e.g., teach subtraction 
before division), empirical research conducted by others (e.g., Owens, 1993) and 
oneself (e.g., action research), and the practical wisdom of other teachers and 
mathematics teacher educators. Local research studies are obviously to be 
considered in order to understand and deal with local instructional problems, but 
reading studies conducted in other countries often helps to widen one’s 
perspective and may even generate unexpected but workable solutions. This 
explains why in recent years there have been many cross-national studies about 
mathematics instruction, including large-scale studies such as TIMSS (Trends in 
International Mathematics and Science Study) and PISA (Program for 
International Student Assessment), and smaller bilateral ones. Mathematics 
teacher educators who teach MTE courses will certainly share useful tips or “rules 
Teacher Oral Competency Framework (TOCF) 2011 
 
 41 
of thumb” of good teaching with their student teachers. These different sources of 
evidence may give rise to conflicting approaches, and the student teachers can 
only resolve them through actual practice and critical reflection. This is a dynamic 
process, taking into account the changes in the nature of the pupils, the 
curriculum, and instructional technologies. Thus, student teachers should not get 
stuck with only a few strategies and ignore these changes. Credible evidence and 
reflection are intimately related and they should rightly form the main focus of 
MTE. Next, how this focus can be actualized through an integrated application of 
the following six components was discussed. 
 
Component 1: Mathematical Knowledge 
The foundation of MTE is a strong mastery of the relevant Mathematical 
knowledge to be taught in schools. Research studies have shown that some 
student teachers are only skilful in applying standard procedures to solve routine 
mathematical problems, but lack deep understanding of the fundamentals of 
Mathematics, including why certain rules and procedures work, if not in the 
formal axiomatic way, then at least using plausible justifications based on sound 
Mathematics (Ma, 1999). Well-known examples that are difficult for student 
teachers to explain adequately and have been extensively written about include 
the “inversion” rule when dividing by a fraction and the “minus minus plus” rule 
for multiplying integers (see also examples in Crouse & Sloyer, 1977). An 
important part of MTE is to expose student teachers to these tricky questions and 
help them develop plausible explanations and helpful learning tasks for their 
pupils. The MTE programs include courses called Subject Knowledge (previously 
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known as Curriculum Content) that aim to deepen the understanding of student 
teachers about the primary school Mathematics topics that they are trained to 
teach. These courses are not about tertiary Mathematics, because evidence exists 
to suggest that teachers who learn more tertiary Mathematics are not necessarily 
better at lower level Mathematics, a phenomenon called lack of “downward 
transfer” about mathematical knowledge by Wong (1997). To cite Cooney (2001): 
Pre service teachers often miss many of the important mathematical 
connections in school mathematics and frequently exhibit their own 
misconceptions. This seems to be true for high achieving students as well as 
for those who struggle with collegiate level mathematics. (p. 27) 
 
Many recent reforms in Mathematics curriculum, including Malaysia, have 
stressed higher order thinking and creativity in mathematics, including the ability 
to reason Mathematically, use problem solving heuristics, and justify or prove 
Mathematical results. This cluster of Mathematical competence differentiates 
teachers who just follow rules mechanically from those who can reason 
mathematically (“mathematizing”). A strong command of Mathematics 
knowledge and thinking is essential to enable teachers to answer challenging 
questions from their pupils and guide them to develop Mathematically. One very 
effective way for teachers to strengthen their Mathematics is to solve new 
problems on a regular basis, so that they become better “mathematicians” while 
learning to teach the subject.  
Component 2: Knowledge of Mathematics Curriculum 
In some countries, teachers are expected to teach what is in the official syllabus, 
while in others, they have to devise their own mathematics programs based on 
Teacher Oral Competency Framework (TOCF) 2011 
 
 43 
specific guidelines such as the Principles and Standards for School Mathematics 
(National Council of Teachers of Mathematics, 2000). Student teachers should 
understand the philosophy and rationale underlying the intended curriculum and 
pay special attention to the scope, depth, and linkages of different mathematics 
topics. They should also learn about the mathematics curriculum beyond the level 
they are trained to teach, for example, from kindergarten to primary and from 
primary to secondary level. Information about cross-level curriculum can be 
gathered from curriculum documents, textbooks, teacher guides, and past 
examination papers, if any. In many countries where pupils take high stake 
examinations, some teachers may teach beyond the required level of performance. 
This will be counterproductive because pupils who cannot cope with unrealistic 
expectations of their teachers will give up studying Mathematics. Teachers need 
to acquire the skills to translate curriculum documents (the intended curriculum) 
into specific lesson plans and schemes of work (the implemented curriculum). In 
Singapore, teachers are encouraged to infuse national and current issues into their 
mathematics lessons by citing these issues as problem contexts (Wong, 2003). For 
example, Singapore has to buy a substantial amount of water from its neighbors 
so there is a constant need to use water wisely. To drive home this message, 
pupils may carry out experiments to determine how much water is used or wasted, 
if daily activities such as cooking and washing are carried out without a conscious 
attempt to save water. It is important for pupils to use Mathematics to better 
understand issues that are of special relevance in their own countries, and to 
propose solutions that are based on the applications of mathematics. In addition to 
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daily applications, teachers should understand how Mathematics is used in 
different school subjects, for example science (Wong, 2002).  
Component 3: Knowledge of Pupils 
Teaching is about helping individual pupils to learn. Ausubel (1968), the well-
known educational psychologist, stressed this important point by placing the 
following principle in the frontispiece of his textbook: 
If I had to reduce all of educational psychology to one principle, I would 
say this: The most important single factor influencing learning is what the 
learner already knows. Ascertain this and teach him accordingly. 
 
The first type of knowledge about pupils is what Mathematics they have already 
learned from lower grades or out-of-school experiences. However, even if a topic 
has been taught in lower grades, some pupils may not have mastered them or have 
forgotten what they had learned. Other pupils may have developed 
misconceptions, for example, division always produces smaller numbers (Watson, 
1991). Many studies have shown that these misconceptions are based on 
overgeneralization of successful learning and hence difficult to correct (Olivier, 
1989). Teachers need to explore these misconceptions and develop the skills to 
interview pupils about their misconceptions in mathematics, for example, using 
Newman Error Analysis (1977). Under the guidance of Mathematics teacher 
educators, they will devise strategies to deal with these learning difficulties. This 
is a long-term endeavor, and the teachers will be surprised (even dismayed) to 
discover many unexpected errors made by their pupils throughout their teaching 
career. 
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Mathematics learning will be more successful and the ideas retained longer if the 
work is related to the interests of the pupils. Young children are by nature curious 
about their environment. The well-known mathematics educator, Sawyer (1964), 
wrote that: 
It is easiest to teach mathematics to very young children, for they have 
inquiring minds and they are self-reliant, and want to understand things for 
themselves. (p. 5) 
 
Teachers can capitalize on this trait and plan lessons that encourage pupils to 
discover things on their own, but not to the extent of bringing on frustration. They 
can include examples of how Mathematics is used in newspapers, art designs, 
strategic games, and diverse activities, such as counting, measuring, locating, 
designing, explaining, and playing, that require Mathematics and Mathematical 
thinking (Bishop, 1991).  
Component 4: Math-based Pedagogy 
Many techniques are available for teaching mathematics. They include: traditional 
chalk-and-talk using teacher-centered exposition, question-and-answer, small 
group cooperative learning, practical work with concrete manipulatives, use of 
children literature and stories of mathematicians, use of calculators and ICT 
(Information and Communications Technology), and pupil-centered discussion 
and investigations. These techniques are derived from various theoretical models 
about learning and teaching (Joyce, Calhoun & Hopkins, 1997), combined with 
practical principles (Yelon, 1996). These generic models may be taught in 
education courses, but they must be adapted for the special features of 
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mathematics, leading to mathematics pedagogical content knowledge. According 
to Shulman (1986), pedagogical content knowledge encompasses: 
the ways of representing and formulating the subject that make it 
comprehensible to others. … an understanding of what makes the learning 
of specific topics easy or difficult: the conceptions and preconceptions that 
students of different ages and backgrounds bring with them to the learning 
of those most frequently taught topics and lessons. (p. 9) 
 
As an example, teacher exposition is widely used in Mathematics teaching. Its key 
characteristic is clarity. Clear Mathematics exposition will include suitable 
examples and counter-examples to illustrate the meaning of concepts, delivered in 
a logical sequence and using language appropriate to the target pupils. Exposition 
can be enhanced with simulation using concrete manipulatives and applets. 
Student teachers will need time to master these subtle instructional techniques. 
More sustained practice is required to develop the more innovative instructional 
approaches, such as group work and open inquiry, under the guidance of 
Mathematics teacher educators (e.g., at on-campus micro-teaching) and 
experienced cooperative teachers (during school practicum). 
To be effective, math-based pedagogy must be integrated with other generic 
strategies about managing pupils’ behaviors, creating supportive learning 
environment, establishing rapport with pupils, using positive reinforcement, and 
showing care in the personal welfare and academic progress of the pupils. Indeed, 
these emotional and social experiences are often what many pupils remember 
about their teachers and schooling after they have forgotten the mathematics 
taught (Bluestein, 1995). 
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Component 5: Assessment of Pupil Learning 
Teaching does not automatically lead to the intended learning, and this important 
message must be stressed to the student teachers. An effective teacher must 
monitor how well the pupils have understood the lesson. This can be done as 
formative and summative evaluation. For formative evaluation, the teacher checks 
the pupils’ understanding during the lesson by walking around to look at their 
work, asking questions of the whole class and individual pupils, listening to their 
discussion, and so on. Teachers can also monitor pupils’ progress by marking 
homework or asking the pupils to write journals about their learning. Information 
from these different sources provides essential evidence about the quality and 
amount of pupil learning. This can be used to plan subsequent lessons and 
remediation, and to encourage pupils to work harder and better.  
Summative evaluation usually consists of tests and examinations under timed 
conditions to assess accuracy and speed at performing Mathematical tasks. This 
will determine the achievement of the pupils at fixed times of the school year and 
the grades of summative evaluation are reported to parents and used for 
promotion or reward. Most countries including China, Singapore, Malaysia, and 
the United Kingdom have public examinations held at different stages of 
schooling. These examinations consist of mostly paper and pencil tests. This often 
leads to teachers “teaching to the test” and strong pressure on pupils to excel in 
these high stake examinations. To counter this unhealthy trend and to evaluate a 
wider scope of pupil learning, some countries have devised alternative assessment 
modes (Lambdin, Kehle & Preston, 1996; Solomon, 2002; Stenmark, 1991). 
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These modes evaluate cognitive outcomes (e.g., performance tasks, 
investigations, project work, oral presentations, peer grading), affective 
engagement and beliefs (e.g., checklists, pupil journals, teacher observations), and 
learning skills (e.g., pupil reflection, checklists, interviews). Student teachers 
should become familiar with these assessment techniques, the different purposes 
they serve to enhance learning, and the educational issues raised by different 
forms of assessment. However, since these assessment modes are introduced only 
quite recently, many student teachers may not have personal experience of being 
assessed in these ways. Providing student teachers with the necessary experience 
of working through these alternative modes should be an important aspect of their 
pre-service training. 
Component 6: Life-long Learning and Values 
The above five components deal with specific knowledge, skills, and techniques. 
This last but not least important component refers to desirable values and traits for 
life-long learning that is a hallmark of a professional practitioner. The most 
essential trait for life-long learning relates to professional motivation for 
becoming a teacher. People have chosen teaching as their career for various 
reasons: enjoy working with children, passion to help children to become 
holistically developed individuals, impart knowledge and values to pupils, make a 
difference to the life of children, teaching as a well-paid job, and so on. A special 
mention should be made about passion for mathematics, because many pupils are 
inspired by teachers who are passionate about the subject. Teachers must answer 
this motivation question based on their own values, beliefs and understanding of 
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the teaching profession in their own country. The training they receive will give 
them the unique opportunity to examine their motivation against the reality of 
being a teacher, in particular, after they have spent some time doing practice 
teaching in the schools. Teachers should be responsible service-oriented 
professionals. During training, student teachers are expected to exhibit 
professional conduct and uphold desirable values such as being responsible for 
their own learning and actions, respecting the views of others, participating 
actively in class discussion, and willing to take on leadership role, since teachers 
are leaders in their classroom as well as in school functions. These traits can be 
inculcated through formal class work as well as informal activities. This collective 
effort, according to Urbanski (2003), distinguishes between ad hoc and sustained 
reforms in teaching:  
When it comes to the education of pupils, nothing matters more than the 
knowledge, skills, and attitudes of teachers. And when it comes to improving 
teaching, teachers’ knowledge and collective wisdom can make the 
difference between random acts of innovation and real reforms. (p. v) 
 
Self-awareness is another important trait to be developed throughout teaching 
career, beginning with pre service training. Student teachers should understand 
themselves: personality, preferences, background experience about teaching and 
learning. According to Yelon (1996), “Half the fun of becoming a fine teacher is 
striving to know your subject in a way that enables you to teach better” (p. 265), 
and the other half could be to know yourself enough to make decisions about what 
areas to improve for life-long learning. 
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Teaching is an evolving profession in that educational policies, school 
environment, pupil characteristics, and many other things will change, in fact 
rapidly in some countries. To cope with these changes, teachers must adapt 
techniques and strategies learned during PMTE and use various sources of 
evidence reflectively to support their professional growth. Engaging in action 
research is an important avenue for professional growth, being promoted by 
educators and Mathematics educators alike (e.g., Clouthier & Shandola, 1993; 
Dana & Yendol-Silva, 2003). Participating in local Mathematics or Mathematics 
education association is another possibility for growth through networking. 
 
Links among the Six Components 
The arrangement of these six components in the MTE framework is based on 
careful considerations. To become reflective practitioners, the teachers must have 
acquired the necessary mathematics knowledge and processes, so that this 
component forms the foundation of MTE and subsequent growth. They have to 
relate mathematical knowledge to what is to be taught in the school curriculum. 
Mathematical knowledge is also required to understand pupils’ mathematical 
development and their misconceptions in mathematics. These three types of 
knowledge are then used, together with experience and evidence from various 
sources, to develop techniques in teaching mathematics and assessing pupils’ 
learning outcomes. This integration constitutes what Shulman (1986) describes as 
the pedagogical content knowledge of the teacher. Finally, certain traits of life-
long learning need to be inculcated at the pre-service stage, so that they can 
flower at later stages of professional growth. A useful exercise is to ask student 
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teachers to use the MTE framework to derive some guiding ideas they can use to 
monitor the scope and depth of their training.  
 
Principles of Teacher Training 
 
Much has been written about the pedagogy of classroom Mathematics teaching 
for teachers, but little is known about how Mathematics teacher educators 
organize their training of teachers, beyond descriptions of program details and 
assessment (Wang, Coleman, Coley & Phelps, 2003). The contents of training 
programs and learning activities will reflect certain beliefs about teacher training 
and education. To build an effective PMTE program, it is necessary to articulate 
these beliefs and formulate them into principles to guide the design and 
implementation of PMTE. The following five principles are raised for further 
discussion among mathematics educators to bridge this gap about “training 
pedagogy”. No particular order is intended in the following listing of the 
principles. These principles will also provide further elaboration of the Reflective 
PMTE framework.  
Principle 1: Spiral and Developmental Principle 
It is not realistic to expect student teachers to master the complexity of 
mathematics teaching when they are first exposed to a new technique. To deal 
with this situation, key themes of math-based pedagogy should be re-visited 
throughout the duration of the PMTE program. For example, if oral presentation 
is used to promote mathematics communication in the teaching of place value, 
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student teachers should investigate how this technique can be modified for the 
teaching of other mathematics topics, such as algebra or geometry. At each re-
visit, student teachers are expected to demonstrate increasing levels of mastery in 
terms of planning and demonstrations of instructional skills, usually at micro-
teaching and class activities. This arrangement underscores a developmental 
perspective to teacher education. 
Principle 2: Coherence Principle 
Good teaching involves the application of several sub-skills in a coherent way, 
including writing meaningful lesson plans, explaining mathematics concepts and 
results, writing legibly on the board, and even seemingly straightforward actions 
like walking around the class to check on pupil work and maintaining eye contact 
with pupils. None of these sub-skills on their own can result in successful 
learning. However, training has to begin with learning and mastering these sub-
skills separately, at least at the initial stage. The latter part of the training must 
provide opportunities for the student teachers to practice and demonstrate how 
these sub-skills are integrated coherently to form successful teaching acts. Such 
integration is unlikely to happen by itself, and must be carefully scaffolded by the 
more competent trainers. 
Principle 3: Activity Principle 
It is reasonable to expect that student teachers will be concerned about surviving 
their practicum or practice teaching. To do so under demanding school situations 
requires the mastery of practical tips and strategies (Posamentier, Hartman & 
Kaiser, 1998). Hence, training sessions should include many hands-on activities 
Teacher Oral Competency Framework (TOCF) 2011 
 
 53 
that engage the student teachers in producing lesson plans, experimenting with 
teaching techniques among their peers, learning new skills, devising tests, 
planning remedial strategies and enrichment tasks, and so on. The application of 
this activity principle is that student teachers will have the necessary hands-on 
practice to develop the requisite skills based on relevant theories. 
Principle 4: Local Relevance and Global Perspective Principle 
There should be a concerted effort to blend local experience with global reforms. 
Many developing countries have not developed their own research base yet and 
hence will rely on resources and research imported from overseas, especially 
Western countries like the United States, United Kingdom, and Australia. On the 
other hand, it is still rare for mathematics teacher educators in the West to look to 
the East for new insights, though this may change gradually through cross-
national collaborative research, two notable examples being the Japanese lesson 
study (Fernandez & Yoshida, 2004) and the use of Singapore mathematics 
textbooks in some Western countries. Current comparative studies of mathematics 
education have shown similarities (e.g., chalk and talk) and differences (e.g., 
inquiry approach) of mathematics instruction in different countries, reflecting 
techniques that have global elements as well as characteristics specific to the 
socio-cultural milieu of individual education systems (Wong,  Zaitun & Veloo, 
2001). Wherever possible, mathematics teacher educators should include locally 
produced materials and local research in the training local student teachers. 
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Principle 5: Guidance and Constructivist Principle 
During pre service training, it is impossible (perhaps, not advisable) for 
mathematics teacher educators to teach everything that the student teachers need 
to know. Instead, mathematics teacher educators should create opportunities in 
which the student teachers are guided to learn on their own, either individually or 
with peers. This gives space to the latter to work out details based on general 
theories and principles, test their “creativity” in pedagogy, reflect on the 
outcomes, and share experience with other student teachers. This experimentation 
and sharing will evoke mutual support among the student teachers. This matches 
the main focus of the Reflective PMTE framework. 
Conclusion 
This chapter has taken a snapshot of English language teaching and Mathematics; 
and secondary teachers of English and Mathematics within a Malaysian ESL 
context. In order to understand the prevalent problem that the Malaysian English 
and Mathematics teachers are undergoing, their communicative competence, and 
in particular, oral communication skills, should be considered, to complement the 
attention that has been given to their teaching aspect, particularly given to the 
evidence that oral communication skills has a significant effect on teaching as is 
discussed in the in the chapter. Referring back to the tripartite framework 
proposed by Freeman and Johnson (1998; 2005), the discussion here offers a 
starting point to understanding the teachers themselves as learners – what and 
how they are prepared in terms of their knowledge-base especially, their 
communicative competence upon entering the profession, and the context where 
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they receive their teacher education. This will only serve as a basis for further 
research into those teachers’ teaching and learning contexts, and their actual 

















































This chapter reviews the empirical research literature relating to the teachers’ oral 
communication skills in second language (L2) teaching context and then presents 
some of the overlapping themes that unite research in the L2 field. The L2 field is 
highly interdisciplinary in nature; contributions to the knowledge base have come 
from the areas of social psychology, mathematics education, language education 
and classroom communication. The body of empirical literature that is relevant to 
the present study has arisen from L2 teaching, classroom interaction and much of 
it is concerned with teachers’ oral communication skills in L2 teaching contexts.  
More specifically, the purpose of this empirical review is to identify and clarify 
theories and research findings that are applicable to and closely related to the 
research questions in this study. In this chapter, the role of the oral 
communication skills of English teachers and Maths teachers are viewed from the 
following research areas: teacher competency; teacher education and secondary 
education. The first part provides definitions of key terms. The remaining parts of 
the chapter provide a brief overview of the theoretical underpinnings of each 
research area mentioned above and reviews empirical research that has been 
undertaken to date in each area. 
 
Research in Teacher Competency 
Quality or excellence in teaching is being benchmarked by various state, national 
and international professional teaching and accreditation standards. The Carrick 
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Institute for Learning and Teaching in Higher Education (2008) rewards 
university teachers who have “made a broad and deep contribution to enhancing 
the quality of learning and teaching” (p. 7) by “inspiring and motivating students 
through high-level communication, presentation and interpersonal skills” (p. 9). 
To facilitate this, objective competency frameworks for teachers were devised by 
a number of bodies in Australia (Australian Council of Deans of Education, 1998; 
Ministerial Advisory Council on Teacher Education and Quality of Teaching, 
1994; National Project on the Quality of Teaching and Learning, 1996; WA 
Department of Education and Training, 2004) but there was little joint agreement. 
A useful but generic definition of teacher competency is that it is “a 
demonstration of observable professional behaviour in a certain given context ... 
guided by a mixture of knowledge, skills, attitudes and personal characteristics” 
(Ministry of National Education, Turkey, 2007, p. 1). Whether teacher 
competency is defined by a checklist or a “more holistic approach which 
foregrounds complexity, reflection and critique” (p. 7), it is clear that a 
competency in literacy, however defined, is a foundational concern for teachers 
with Queensland registration standards stating that “teachers are committed to … 
modelling effective language, literacy and numeracy skills” (Queensland College 
of Teachers, 2006, p. 8). This is not just for primary teachers, who cover the full 
range of teaching areas in a classroom, but includes secondary teachers who “not 
only need to be conversant with their own subject areas, general teaching methods 
and subject-specific pedagogic strategies; they also need to know how to teach 
literacy” (Milton, Rohl, & House, 2007, p. 2).  
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        The recent Masters report (2009) draws attention to the need for teachers’ 
competency, particularly as regards to literacy, stating that “the Inquiry noted 
‘some skepticism among practising teachers about the personal literacy standards 
of new graduates’” (p. 62). The expectation is that a teacher must be competent, 
indeed the Standing Committee on Education and Vocational Training, House of 
Representatives (2007) categorically states that “all students who will graduate 
with a qualification in education will have demonstrated that they have high level 
literacy ... skills” (pp. xxiv-xxv). How these competencies are selected, defined, 
and tested attracts debate and their enforced demonstration as a requirement for 
teacher registration in Queensland, as suggested by Recommendation 1 in the 
Masters report (2009); “That all aspiring primary teachers be required to 
demonstrate through test performances, as a condition of registration, that they 
meet threshold levels of knowledge about the teaching of literacy” (p. x), has 
raised much controversy, not all of it academic. The definition of literacy agreed 
to by both State and Federal ministers (Ministerial Council on Education, 
Employment, Training and Youth Affairs) in 1997 and currently cited by many 
Australian education sites (e.g. ACT Education and Training, Tasmania 
Department of Education, Early Childhood Australia) is:  
             Literacy is the ability to read and use written information and to write  
             appropriately in a range of contexts. It also involves the integration of  
             speaking, listening, viewing and critical thinking with reading and 
writing, and  
             includes the cultural knowledge which enables a speaker, writer or 
reader to  
             recognise and use language appropriate to different social situations. (p. 
13)  
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In the Australian Department of Employment, Education, Training and Youth 
Affairs report Australian Literacies: Informing National Policy on Literacy 
Education, Lo Bianco and Freebody (1997) emphasised that “it is crucial to 
support a broad-ranging notion of literacy as a repertoire of capabilities which 
comprises the various linguistic and intellectual resources which learners need to 
function at the highest and broadest levels of literacy” (pp. vi-vii). This is also the 
current  
understanding of the Queensland Studies Authority [QSA] (2009) that “literacy 
refers to the capabilities that work together so individuals can effectively 
understand, use and make meaning in both traditional and new communications 
technologies across different contexts” (p. 43).  
Information technologies have extended the range of literacies needed by teachers 
as their “visual, audial, gestural and spatial patterns are available to interacting 
humans as potential ‘meaning- making’ tools and information and 
communications technologies draw on these in combinations which generate 
original literacies for their utilisation” (Lo Bianco & Freebody, 1997, p. 7). 
Because of this literacy no longer resides entirely within the domain of the 
English curriculum but “literacy is underpinned by English [and] students’ 
literacy capabilities are therefore developed universities recognise that planning 
for preservice teacher education in literacy is ongoing and dynamic” (p. 68).  
Studies exploring the topic of teacher competencies have been carried out with 
secondary teachers - beginning and senior - (Louden et al., 2005; Milton et al., 
2007) and primary teachers (Hammond & Macken-Horarik, 2001). The personal 
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skills of final year pre-service teachers (So, Cheng, & Tsang, 1996) have also 
been researched and the development of literacy levels of student teachers has 
been assessed over their degree program (Devereaux & Wilson, 2008). Further, 
students were asked to give “their beliefs concerning the importance of teaching 
KAL [knowledge about language], what kind of KAL should be taught and how it 
should be taught in schools” (Harper & Rennie, 2008, p. 26). Although pre-
service students’ assessment of their tertiary teachers is of on-going interest in the 
literature (Burdsal & Harrison, 2008; Frick, Chadra, Watson, Wang & Green, 
2009; Shevlin, 2000) it does not include their perception of excellence in the 
literacy skills of qualified school teachers.  
At a secondary level there are studies citing school students’ perceptions 
of the good practice of their teachers covering such points as “presentation must 
be interesting and exciting …the [music] teacher’s interpersonal style or posture 
… the way they communicate and their expectations, commitment and 
encouragement” (Leung & Wong, 2005, p. 3). Forrester-Jones (2003) found that 
tertiary students commented on the enthusiasm of their lecturers as well and “a 
good rapport between students and teachers also ranked highly, ... qualitative 
comments further exemplified good communication skills and approachability as 
important teaching traits” (p. 65), however no literature could be found on pre-
service student teachers’ perceptions of the skills English teachers should have.  
       The argument for undertaking this study is in line with the findings of the 
Bradley Review of Australian Higher Education (2009) that Australian 
institutions need to ensure a provision of high quality education for a diverse 
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student population to deal with the challenges of the new millennium (pp. xi-xvii). 
It specifically addresses the point made by Harper and Rennie (2008) in their 
study of pre-service teachers’ knowledge of language, that, “in order to build pre-
service courses more effectively, we need to understand what pre-service teachers 
already know about language when they enter our courses and how important they 
consider this knowledge will be in their future teaching careers” (p. 23). Although 
the focus is somewhat different the “need to know more about the knowledge and 
values that pre-service teachers bring with them when they enter a teacher 
education course” (p. 23) expresses the same thought. 
According to Kalra (1997) competence is usually understood as quality 
performance. It is not in the form of single and direct acts such as particular 
attitudes, habits or specific knowledge. It is in the form of summation of some 
behaviours as clustered activities. In addition, competence is a dynamic pattern of 
performance. It remains an estimate unless actually demonstrated actual 
performance situation. The teacher’s competency will mean teacher’s power, 
skills, means or talent to perform his functions satisfactorily as a teacher. Teacher 
competence differs from “teacher performance” and “teacher effectiveness”. 
Teacher competence infact, is a stable characteristic of the teacher that does not 
change applicably when teacher moves from one situation to another.  
Communicative competence 
A teacher’s communicative competence as the goal of communicative language 
teaching in the classroom is crucial in stimulating and regulating the learning 
activities of students (Savignon, 2001). Oral communicative instruction needs to 
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be maximized when teachers actively engage students in learning, use effective 
questioning and discussion techniques that enhance students’ participation, 
provide feedback on students’ progress, utilize effective teaching techniques, and 
communicate with clarity and accuracy (Mastropieri & Scruggs, 2004). However, 
there has been little emphasis in teaching preparation programs on preparing 
teachers to use oral communication effectively for teaching and learning activities 
(Hiramatsu, 2005). There is a need for research focusing on the degree to which 




Mathematical Competence and Competencies 
To master mathematics means to posses mathematical competence. But then, 
what is that? To possess a competence (to be competent) in some domain of 
personal, professional or social life is to master (to a fair degree, modulo the 
conditions and circumstances) essential aspects of life in that domain. 
Mathematical competence then means the ability to understand, judge, do, and use 
mathematics in a variety of intra- and extra-mathematical contexts and situations 
in which mathematics plays or could play a role. Necessary, but certainly not 
sufficient, prerequisites for mathematical competence are lots of factual 
knowledge and technical skills, in the same way as vocabulary, orthography, and 
grammar are necessary but not sufficient prerequisites for literacy. A 
mathematical competency is a clearly recognisable and distinct, major constituent 
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of mathematical competence. There are eight competencies which can be said to 
form two groups. The first group of competencies are to do with the ability to ask 
and answer questions in and with mathematics: 
1. Thinking mathematically (mastering mathematical modes of thought) 
such as 
• posing questions that are characteristic of mathematics, and knowing the kinds of 
answers (not necessarily the answers themselves or how to obtain them) that 
mathematics may offer; 
• understanding and handling the scope and limitations of a given concept. 
• extending the scope of a concept by abstracting some of its properties; 
generalising 
results to larger classes of objects; 
• distinguishing between different kinds of mathematical statements (including 
conditioned assertions (‘if-then’), quantifier laden statements, assumptions, 
definitions, 
theorems, conjectures, cases): 
2. Posing and solving mathematical problems 
such as 
• identifying, posing, and specifying different kinds of mathematical problems – 
pure or applied; open-ended or closed; 
• solving different kinds of mathematical problems (pure or applied, open-ended 
or closed), whether posed by others or by oneself, and, if appropriate, in different 
ways. 
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3. Modelling mathematically (i.e. analysing and building models) 
such as 
• analysing foundations and properties of existing models, including assessing 
their 
range and validity 
• decoding existing models, i.e. translating and interpreting model elements in 
terms of the ‘reality’ modelled 
• performing active modelling in a given context 
- structuring the field 
- mathematising 
- working with(in) the model, including solving the problems it gives rise to 
- validating the model, internally and externally 
- analysing and criticising the model, in itself and vis-à-vis possible alternatives 
- communicating about the model and its results 
- monitoring and controlling the entire modelling process. 
 
4. Reasoning mathematically 
such as 
• following and assessing chains of arguments, put forward by others 
• knowing what a mathematical proof is (not), and how it differs from other kinds 
of mathematical reasoning, e.g. heuristics 
• uncovering the basic ideas in a given line of argument (especially a proof), 
including 
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distinguishing main lines from details, ideas from technicalities; 
• devising formal and informal mathematical arguments, and transforming 
heuristic 
arguments to valid proofs, i.e. proving statements. 
The other group of competencies are to do with the ability to deal with and 
manage mathematical language and tools: 
5. Representing mathematical entities (objects and situations) 
such as 
• understanding and utilising (decoding, interpreting, distinguishing between) 
different 
sorts of representations of mathematical objects, phenomena and situations; The 
need for teacher competency arises because the competent teacher possesses the 
ability to provide for and personally utilize more positive reinforcement and the 
elimination of tension within the classroom and to facilitate the development of 
more positive feeling within the children. The ability to provide increased 
opportunities for children is to present unsolicited facts, information and opinions 
during classroom teachings. At the international level, the debate concerning 
teaching standards has been intense and resulted in the emergence of a plethora of 
teaching standards frameworks. In some states in Australia, such as Western 
Australia and Queensland, documents have been produced which outline the 
generic teaching competencies for all teachers (Barblett & Maloney, 2002). 
Barblett & Maloney (2002) also argue that teaching standards across the world 
have shown to increase teacher effectiveness and influence positive outcomes for 
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students. Standards guide teachers how to become better at what they do so that 
learning takes place not only for students but for teachers as well. 
 A key literature by Barett et. al (1997) that supported The Department of 
Education and Training (2004) Competency Framework identified the Core 
Competency Strands for Effective Teaching and Competency Strands for Teacher 
Leadership and its sub-factors of the competency required of an instructor. Based 
on the Barett et.al 1997’s, model on the competency and effectiveness of an 
instructor, Table 1, summarized and adapted the main aspects as a comprehensive 
set of minimal criteria that a competent and effective instructor should have. 
Traditionally, we normally emphasize on TCEI (Teaching Competency and 
Effectiveness Index) 1, 2 and a lesser degree 7, and overlooked or downplayed 
TCEI 3, 4, 5, 6, 7 and 8. This follows the norms that the instructors just go and 
teach as part of their everyday duties and requirements downplaying on their roles 
as a total quality instructor for the total development of the students and they as 
evolving partners in education. As such, the aim of this research was to determine 
the competencies and effectiveness that are important and the actual performance 
of these factors from the teachers’ perspectives. These eight factors are based on 
the philosophy of a “total teacher” creating “total student” and most of the key 
elements of the instructor being intellectually, physically, mentally, spiritually and 
ethically are encompassed in this TCEI.    
 
It seems timely that within Malaysia, there ought to be a framework which 
identifies key elements of effective teaching practice for English and Mathematics 
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competent teachers to teach English and Mathematics. As pointed out by 
Ingvarson (1998), a professional body is defenceless without standards and a 
demonstrated ability to articulate standards for high quality practice is an essential 
credential if a professional body is to be taken seriously by the public and policy 
makers.  
 
Research in Teacher Education 
Internationally, it is evident that large numbers of ESL and Mathematics teachers 
and in secondary schools require further professional development to improve 
their oral communication skills (Johnson, 1995). Current views of professional 
development generally position teachers as active participants who work 
democratically in learning communities to address issues surrounding their work. 
A major goal is to build understanding that is immediately relevant to teachers’ 
professional practice, drawing on what they have learned from various sources 
(Ball & Cohen, 1999; Bransford, Brown, & Cocking, 2000; Lieberman & Miller, 
2001).  
A recent Malaysian government document entitled Education 
Development Master Plan 2006-2010, which was launched in 2006, identified the 
importance of developing professionalism among teachers in primary and 
secondary schools as one of the six strategies stated. In this regard, Vision 2020 
also emphasizes teacher training where the teachers have to become researchers 
as well as reflective practitioners. By 2020, both educators and student teachers 
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should develop higher order intellectual capacities which allow them to critique 
their experiences  
and think reflectively about the teaching knowledge base. One of the key 
components of both documents is the urgent need for teacher education. The 
development of their communication skills would certainly very much depend on 
how their teachers orally communicated with them when teaching the content of 
the lessons. In other words, to enhance academic success, teachers need to 
provide meaningful, content-area instruction presented in a framework of 
appropriate language development skills. As teachers are responsible to provide 
students with instruction that simultaneously develops students’ foreign (English) 
language skills and content-area knowledge (Ovando & Collier, 1998), an oral 
competency framework could provide  an important guide for the teachers to 
identify and implement the important linguistic concepts, especially within the 
domain of oral competencies, in order to provide students with comprehensible 
input that is (slightly) above the students’ level of understanding. Note, that in the 
classroom, the most important model of academic language and its meanings is 
the teacher (Khisty, 2002). 
The transformation of Malaysia’s education system seeks both to fulfil 
Vision 2020, which calls for a technologically literate, critically thinking work 
force prepared to participate fully in the global economy of the 21st century and 
to confirm to Malaysia’s National Philosophy of Education. Teachers must be 
able to keep up with the rapid expansion of knowledge. This is where language 
plays its role, because all knowledge including new knowledge is gathered, 
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developed and disseminated through language. This is because language cuts 
across all fields of knowledge (Lee, 1997). Therefore, a positive and pro-active 
action is being taken by the Teacher Education Division to train teachers with the 
knowledge of the English language and Mathematics, i.e. the Oral Competency 
Framework for the secondary school teachers. 
Secondary Education In Malaysia 
The role of English in the Malaysian education system underlies some issues with 
regard to the teaching of English and Mathematics in English at secondary 
schools. The central focus of the Secondary School English Language Program 
and Mathematics in Kurikulum Baru Sekolah Menengah (New Secondary School 
Integrated Curriculum (NSSIC) is the development of the four language skills - 
reading, writing, listening and speaking. In fact, it is stipulated in the curriculum 
specifications that teaching is to emphasize oracy (listening and speaking), 
literacy (reading and writing) skills and numeracy. 
The current curriculum, NSSIC is based on the National Education 
Philosophy. The objective is to create a wholesome individual with high moral 
values. The introduction of the NSSIC curriculum into Malaysian secondary 
schools has brought changes to the roles of teachers and students in the traditional 
classroom. For the teacher, the NSSIC requires a shift away from the traditional 
strategies of teacher-dominated and teacher-directed classes. Teachers are 
encouraged to develop a strategy of encouraging learners to take a more active 
role in their own learning. In addition, the curriculum provides opportunity to 
students to develop their talent in certain vocations. The main focus of the 
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curriculum is on an integrated educational approach. The approach incorporates 
knowledge with skills and moral values. It also combines theory with practical 
training, curriculum with co-curriculum. Although government officials have 
asked teachers to begin focusing on oral communication skills in English 
instruction based on the communicative methodology, it is not clear whether the 
majority of secondary school teachers have sufficient English competency to 
teach English effectively or whether they even have confidence in their ability to 
instruct their students to speak English. 
In year 2002, PPSMI (Pengajaran dan Pembelajaran Sains dan Matematik) 
was implemented. It was a historical policy decision made by the Government of 
Malaysia resulted from the Minister’s Council Meeting held on 19 July 2002. 
Beginning with year 2003 school session, the science and mathematics subjects 
are to be taught in English for all Year 1 students for Primary Schools, Form 1 
and Lower 6 students for Secondary Schools. PPSMI aims to produce a 
generation of citizens who are well-equipped to access the dynamic resources of 
Science and Mathematics in English, with considerable English language 
proficiency and to be competitive in the global society. Teachers generally accept 
the purpose and implementation of this policy at an intermediate to high level 
regardless of the lack of proficiency in delivering science through English 
(Norzita, 2004; Kon, 2005; Kon et al., 2005). Previous research found that 
students are lacking in vocabulary and confused with certain words (Hashimah, 
2003), thus faced difficulty to understand non-scientific terms in the scientific 
context (Saidi & Zurida, 2004). When the first group of students who studied 
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science and Mathematics in English since Year 1 and Form 1 sat for the primary 
and secondary national examinations, namely UPSR and SPM in year 2008 and 
2007 respectively, the statistics were encouraging (Chong, 2008; PPSMI tingkat 
pencapaian subjek sains, matematik). However, Isahak et al. (2008) in their 
research involving 3 903 Year 5 pupils reported three significant findings. Firstly, 
75% of them do not comprehend teaching in  
English and find it difficult to learn. Secondly 80% of their teachers used code-
switching. Finally, the research also revealed that the pupils‟ performance in 
Science and English was poor with an average score of 4.08/14.0 and 11.87/31.0 
respectively. The ministry revised this policy between 2008 and 2009 by holding 
several roundtable meetings involving academicians, parents, teachers, and 
stakeholders to collect different point of views. On the seventh year of its 
implementation, the Ministry of Education finally announced the decision to 
revert the teaching and learning of science and mathematics in national schools to 
Bahasa Malaysia, and Mandarin or Tamil in vernacular schools effective 2012. 
This policy continues to involve about 5.4 million primary and secondary school 
students in Malaysia for the next 3 years. Most research done so far, covered the 
implementation and problems faced in executing PPSMI but very few looked into 
the pedagogy used to integrate both content and language learning objectives. 
Thus, this study aimed to explore and describe the teaching and learning practices 
used by teachers, in order to elucidate good practices which correspond to oral 
communication skills and the CLIL principles and features to be shared with other 
teachers teaching in similar classroom setting.  




Evolution of Content and Language Integrated Learning (CLIL) 
Teaching non-language subjects in a second or even foreign language (L2) started 
in most European countries since a few decades ago. A group of English-speaking 
parents living in majority France-speaking Canadian Province of Quebac had 
requested their children to be taught in the French medium in year 1965. Starting 
on an experimental basis, the program had later developed into the immersion 
programme and becomes widely spread throughout Canada and other European 
countries. The implementation of Languages Across the Curriculum in 1970s in 
the United Kingdom raised the awareness among all teachers to help students 
improve language skills, may it be English (L1) or other foreign languages (L2). 
Beginning 1990s the European Commission recommended that all Europeans 
should gain proficiency in at least 3 languages (mother tongue and other two 
community or foreign languages) to enable better understanding and connectivity 
among European countries.  
The term Content and Language Integrated Learning (CLIL) was coined in 
1994 in Europe. CLIL served as an umbrella term for a general pedagogical 
approach that involves teaching and learning non-language subjects through a 
second or foreign language (Nikula & Marsh, 1998). CLIL is a broader term 
encompassing a variety of educational approaches such as teaching content 
through a foreign language; content-based second language instruction; 
mainstream bilingual education; plurilingual education; or immersion. This dual-
focused educational approach enables the learners to learn the content which is 
related to the subject while at the same time acquiring language used as the 
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medium in the teaching and learning process (Marsh, D. & Lange, G., 2000). 
CLIL provides opportunity for learners to practice what they learn whilst they 
learn, to use the vehicular language in learning and for communication. It is 
carried out widely in European countries and is regarded as a core instrument for 
achieving the goal of creating a multilingual population in the European Union 
(Eurydice Report, 2006). CLIL may start as early as preschool level to tertiary 
level, involving subjects such as social science, natural sciences, arts and crafts, 
and sometimes physical education, using vehicular languages like English, 
French, and German. Each country may have adopted CLIL at different levels for 
1 or more subjects in the form of short term projects or throughout the whole 
school year. CLIL practitioners do share similar goals: to gain better command in 
CLIL language (the vehicular language used as medium of instruction in CLIL) 
and to prepare their citizens towards an international society (see Maljers, Marsh, 
& Wolff, 2007). Marsh, Majlers and Hartiala (2001) identified five dimensions of 
CLIL as a foundation to build greater understanding of the potentials of CLIL. 
Firstly, the cultural dimension which aims to promote wider intercultural 
understanding by developing intercultural communication skills. Secondly, 
environment dimension which aims to nurture a conducive learning environment 
towards internationalization. Thirdly, the language dimension aims to deepen 
awareness of both mother tongue and target language thus developing plurilingual 
interests and attitude. Fourthly, content dimension provides opportunities to study 
content through different perspective to better equip learners for future studies or 
working life. The fifth, learning dimension tends to motivate learners to use 
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individual learning strategies by diversifying classroom teaching and learning 
practices. The five dimensions were further discussed and compiled by Marsh 
(2002) to report on actions, trends and the potential of CLIL in European context. 
Belén Roza González et al. (2007) extended the existing five dimensions by 
adding the sixth dimension, integration, and showcase good CLIL practices at the 
school level from five European countries.  
 
CLIL in Malaysia  
In Malaysia, PPSMI can be considered as a type of CLIL where Science and 
Mathematics subjects are taught in English which is a second language for 
Malaysian students. Compared to the bottom-up initiatives in adopting CLIL 
among European countries, Malaysian PPSMI is a top-down policy which is fully 
supported by the government. The Malaysian government has invested RM5 
billion for PPSMI, including restructuring the Science and Mathematics 
curriculum in English, in-service teacher training programme (ETeMS-English 
for Teaching Mathematics and Science), teaching coursewares for both teachers 
and students, laptops and LCD projectors for schools, equipping rural schools 
with electricity and telephone lines, producing scripted teaching manuals for 
PPSMI teachers, giving away incentives (Bayaran Insentif Subjek Pendidikan-
BISP) for teachers involved in PPSMI, preparing bilingual examination questions, 
assessment and guiding system, and curriculum adapted for students with  
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special needs (Sharifah M., 2004). In general, PPSMI resonates with CLIL in 
producing future human capital that is well equipped with lifelong learning skills 
and good English language proficiency, dynamic and globally competitive.  
 
Principles of CLIL Pedagogies  
The essence of CLIL is integration: language learning is included in content 
classes while content from subjects is used in language learning classes. Mehisto, 
Marsh and Frigols (2008) concluded the four principles that underpin the CLIL 
model: cognition, community, content and communication. Contextually, when 
students learn a new subject matter (content), they need to connect it to their 
existing knowledge, skills and attitude. This could be done either by their own or 
through communicative process (communication) with the teacher or classmates 
(community) stimulating thinking and information processing (cognition) that 
help students develop new knowledge and skills. The core features of CLIL 
methodology are to scaffold students‟ cognition development by promoting 
active learning utilizing authentic materials to enhance content and language 
learning simultaneously in a safe and enriching learning environment.  
Communications in the Malaysian Mathematics Curriculum 
Communications in the Mathematics curriculum is therefore taken in the context 
that school Mathematics should collectively highlight the processes of 
communication problem solving, reasoning, and making Mathematical 
connections. In clarifying ways of enhancing Mathematical communications the 
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curriculum highlighted three main areas of communication: values and aims of 
communication, oral communication and written communication. 
Values and aims of communication. Several considerations were suggested which 
includes identifying relevant contexts, pupils’ interest and teaching materials, 
ensuring active, stimulating meta-cognitive skills, inculcating positive attitudes 
and creating a conducive learning environment (Curriculum Development Centre, 
2006). 
Oral communication. Some of the suggested communication techniques include 
story-telling, asking and answering questions, structured and unstructured 
interviews, discussions and presentation of assignments. 
Written communication. The curriculum suggests communication activities such 
as doing exercises, keeping scrap books, keeping folios, undertaking projects and 
doing written tests. 
State-of-the-Art and Sate-of-the-Practice: The Missing Gaps 
While the curriculum does specify various activities that the teacher can use in 
classroom communication it does not provide examples nor a model which the 
teacher can use as a guide in planning a Mathematics lesson. Thus even when the 
teacher does carry out communication using the suggested techniques, it may not 
achieve the desired purpose i.e. to enhance meaningful acquisition of 
Mathematical ideas. Communication need not always imply that meaningful 
Mathematical discourse that leads to conceptual development of Mathematical 
ideas has taken place. As Richards (1991) pointed out, communication in school 
Mathematics is often trapped in discourse that is focused on teacher-pupil talk that 
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is used to solve habitual unreflective questions. Very often the children just 
attempts to pick answers that the teacher expects without inquiry. 
The state-of-the-practice. In a study conducted on 16 secondary Mathematics 
teachers who were considered effective by the school principals, assistant 
principals and the head of departments, it was found that 93.2% of the observation 
time was spent on interacting with pupils (Mohd. Majid Konting, 1997). The 
teaching episodes were collected though 1,450 observations which covered 604 
minutes of teaching time. It was found that the mathematics teachers spent 93.3% 
of the time making contacts in the interaction while the pupils only 1.6% of the 
time making contacts with the teachers. Further the teacher-pupils interactions 
were more commonly of a low cognitive level. The findings show that 
communications in the mathematics classroom were more of a one-way process 
dictated by the teacher. 
In a more recent study on communications in a Mathematics classroom, 
Ruzlan (2007) compared two Malaysian primary lessons on fractions; one in an 
urban setting while the other was in a rural school. From the study it was found 
that there were four phases that were common in the lessons. The consolidation 
phase deals mainly with the introduction to the lesson. During the core-content 
phase that follows the teacher would introduce the content. In the study it was 
found that the content of both lessons were essentially the same: finding the value, 
interpreting the symbolism and developing the procedural proficiency. In the 
rehearsing phase the pupils would practice solving problems which were similar 
to those given in the core-content phase either in the form of board work or 
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seatwork. For board work the students would be called to work on problems on 
the board in front of the class. During seatwork the children would remain in their 
seats while working on problems similar to the one given during the core-content 
phase. The lesson closure phase refers to the activities that bring the lesson to a 
close. In his findings, Ruzlan (2007) further found that all the questions posed by 
the teachers were the closed-ended in nature, where the children were anticipated 
to arrive at certain answers expected by the teachers only. No open-ended 
questions were found. Typical of some of the close-ended questions were closed 
procedural questions (“Alright, what is one times five?”), close-routine questions 
(“Do you understand?”), closed complete-the-statement questions (“Fractions 
have a numerator and denomina…?” students complete the statement with 
“…tor”), closed verification questions (“Is the answer right?”) and closed 
terminology questions (“What do we call this fraction?”). 
In attempting to construct a plausible model for communications in the 
Malaysian primary classroom, it is important to consider some constraints that 
tend to impede the conduct of a lesson that focuses a more progressive approach 
to Mathematical thinking. Lim (2006) highlighted three of these constraints: (1) 
teachers’ beliefs that it is more efficient to give clear explanations as opposed to 
allowing students to work on tasks and construct their own mathematical ideas, 
(2) the examination-centered culture that only reinforces teachers’ beliefs about 
teacher-centered classrooms and procedural competency, and (3) the common 
belief that hard-work and “practice-makes-perfect” as the key ingredient for 
success in learning Mathematics. In 2003, the MOE made a bold policy change 
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involving the use of English as the medium of instruction in science and 
mathematics lessons. However, recently there has been some disquiet towards this 
policy from several quarters appealing to the MOE to revert the medium of 
instruction of Mathematics back to the mother tongue, claiming that pupils find it 
difficult to communicate and understand mathematics when it is instructed using the 
English language. Undeniably, any change in the medium of instruction will pose an 
added constraint to classroom communications as classroom discourse is embedded 
in the language of instruction. The use of a second language in teaching Mathematics 
has therefore posed a further challenge for teachers as he communicates with his 
pupils. Therefore, TOCF was needed to determine Mathematics secondary school 
teachers when teaching Mathematics. 
 
The state-of the-art. Solving Mathematical problems is not all about deductive 
methods only. In his thesis, Lakatos (1976) argues that heuristics and processes 
such as conjecturing, critiquing and providing counterexamples are important 
processes in Mathematical problem solving. While the work of Lakatos (1976) 
does provides a philosophical basis for developing a framework for 
communication in the Mathematics classroom, it would however be difficult to 
imagine that pupils in the primary school would be able conjecture and critique to 
the level as espoused by Lakatos. Mindful that the Malaysian perception of school 
is much alike that of the East Asian perspective that places emphasis on product 
rather that processes, and on effort in achieving success in doing Mathematics 
(Leung, 2000; Lim, Fatimah & Tan, 2003), focusing on Mathematical processes 
would need to consider changing the mindset of the teachers. Teachers would 
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need to be convinced that focusing on mathematics processes will actually be a 
better alternative in producing Mathematical success. However if schools were to 
be the training ground for future Mathematicians, and for the creation of a 
thinking society that is deemed necessary in the present age of information 
technology, then it is inevitable that acquiring Mathematical processes should be 
one of the important aims of school Mathematics. 
A more plausible model for communication can perhaps be found in Mason, 
Burton and Stacey (1982) which looked into the different phases of problem 
solving and suggested some heuristics to assist the learner in the problem solving 
process. Some cues that were suggested to assist the learner in problem solving 
were to clarify what the pupil already knows and what he needs to know, 
conjecturing, justifying and convincing, and specializing and generalizing. The 
role of the teacher is thus to probe and ask relevant questions in order to assist the 
pupil move towards solving the problem. Much of the suggestions can be seen 
taking place in the lesson study videos on Japanese classrooms (e.g. Hosomizu, 
2006). In the videos the lesson starts with a rich Mathematical task where the 
pupils work together to arrive at mathematical ideas and formulas. First the teacher 
probes the students understanding of the problem; what the students already know, 
and what the students want to know in the problem. The teacher then encourages 
the pupils to suggest solutions and make conjectures. He probes the pupils’ 
thinking and thoughts, using questions to cleverly invoke the pupils’ thinking 
until they arrive at the solution which was acceptable by the teacher. 
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Malaysian classrooms teaching, focus upon procedural competence, thus the 
quality of oral communication that is actually taking place within Malaysian 
classrooms should be of great concern especially if the teachers who are teaching 
English are themselves not competent in English. The assumption is that students 
could learn both the language and the content with appropriate instructional 
supports. Clearly, we need to identify some of those instructional supports and the 
development of an appropriate oral competency framework will help serve the 
purpose, that is, through the creation of meaningful oral communication skills 
standards for meaningful; teaching and learning of English language. Moreover, 
research shows that culturally and linguistically sensitive learning environments 
are essential for success in mathematics and that teacher’s speech is important in 
cultivating these environments; and to create such environments, we must 














































This chapter describes the methodology of the study. The first section describes 
the conceptual framework. The second section describes the research design, 
including the selection of participants, followed by the research questions guiding 
the study. The third section describes the data collection methods. The fourth 
section of this chapter describes the methods used to analyse the data. It describes 
the analytic process of identifying and classifying the oral communication skills, 
and communication strategies used by the participants. This section explains and 
describes the taxonomy that was developed and used to analyse data. The final 
section of the chapter addresses issues of the credibility and validity of the 
research and the criteria for trustworthiness.  
 
Conceptual Framework  
This study is conceptualized within the interpretive paradigm. Denzin and Lincoln 
(1998) subsume interpretivism under qualitative research. Interpretivists are 
concerned with understanding the meanings which people give to objects, social 
settings, events and behaviours of others, and how these understandings in turn 
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define the settings. In order to retain the integrity of the phenomena under study, 
an interpretivist approach in research and a qualitative study are needed to further 
provide a rich description of the Teacher Oral Competency Framework. It is a 
spiral process of action, collation, reflection and review, where the input of 
teachers will be incorporated in the development of the framework. Since this 
document is for teachers, it is important to have teachers’ voices in the 
development of the framework. As Marshall & Rossman (1989, p. 42) advised, 
‘researchers should design the study according to the research question they seek 
to answer’. Therefore, data collection techniques will reflect this need. Data 
collection methods consist of interviews, videotaping of classroom interactions 
and communications, written editorial comments from experts and surveys will be 
used to provide the rich descriptions. 
Patton (2001) supports the notion of the researcher’s involvement and immersion 
into the research; he argues that because the real world is subject to change, a 
qualitative researcher should be present during the changes to record an event 
before and after the change occurs. The aim of the researcher in this study was 
simply to observe and record what was happening in the natural environment of a 
classroom. The role of the researcher was not to pass judgments as an ‘expert’ but 
to be an ‘active learner’. Thus, the researcher did not aim to make generalisations 
but to provide contextual findings, which is in line with the philosophical 
underpinning of qualitative research methodologies.  
Second language classroom research is research that is carried out in language 
classrooms for the purpose of answering important questions about the learning 
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and teaching of foreign languages (Allwright, 1991; Brown & Rodgers, 2002). 
This kind of research derives its data from either genuine foreign language 
classrooms, specifically for the purpose of language learning and teaching, or in 
experimental laboratory settings that are set up for the purpose of research. 
Classroom research can focus on teachers or on learners, or on the interaction 
between teachers and learners (Brown & Rodgers, 2002). Learner-focused 
research looks at, for example, the learners’ learning style and strategies, the 
interaction between learners and the effect of this interaction on learner language 
development. Research that focuses on teachers usually examines such factors as 
the teachers’ classroom decision-making processes, and what is referred to as 
‘teacher talk’. Teacher talk consists of the kinds of questions that teachers ask, the 
amount and type of talking that teachers do, the type of feedback that teachers 
give, and the speech modifications teachers make when talking to their students.  
This study focused on teacher talk. 
Chaudron (1988) identified four traditions in second language classroom research: 
(1) psychometric studies; (2) interaction analysis; (3) discourse analysis; and (4) 
ethnographic analysis. Psychometric studies typically involve the use of the 
experimental method with pre-and post-tests for both control and experimental 
groups. Both interaction and discourse analysis use analytical observation 
schemes. Interaction analysis emphasizes the social meanings that exist in 
classroom interaction, whereas discourse analysis emphasizes linguistic aspects of 
interaction. Finally, the fourth tradition, ethnographic analysis offers interpretive 
analyses of the events occurring in the classroom. The fourth tradition was 
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adopted in this study, in order to uncover the teachers’ oral communication skills 
and fully analyse classroom interaction which includes not only a dimension for 
pedagogical function but also dimensions for content, speaker and others.  
Within the contexts of qualitative and second language classroom research 
described above, this study adopted an interpretive approach, since the aim was to 
come to grips with how reality is seen through the teachers’ eyes; how the 
teachers construe reality, view their world and make sense of it (Blaikie, 1995, p. 
36). The interpretive researcher begins with the individual and attempts to make 
sense of the individual’s interpretations of the world around him or her. This 
makes it essential for the data to be generated by the research act where theory 
follows the research rather than precedes it (Cohen, Manion & Morrison, 2000). 
The research involved a sample of nine teachers and sought to understand the 
participants’ oral communication skills during their leaning and teaching contexts. 
 
Research Design 
The study used an ethnographic design to investigate teachers’ communicative 
competence in two situations. There are six characteristics of ethnography: 
ordinary communication behaviour; proximity; interaction; inductive reasoning; 
multiple; and flexible methods (Punch, 1998). In particular, this study took an 
ethnography of communication (EC) approach. This approach is concerned with 
perceptions and understandings of language-in-use and ways that social practices  
of language-in-use are essential for identity formation, knowledge construction, 
and interactions in society (Green & Dixon, 2002). The essential concepts central 
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to EC are culture, community and communication. Drawing on sociolinguistic 
theory, the perspective of the study was that the act of communication is not 
simply an exchange of linguistic messages, but rather a social phenomenon in 
which the use of language plays a part (Boxer, 2002).  
 
Stern (1983, p. 220) defines EC as “the study of an individual’s activity in its 
social setting”. EC is concerned with the perceptions and understandings of real-
time communication, and the influence of students’ and teachers’ prior 
knowledge. The data and interpretation emphasize emic or participants’ 
perspectives with regard to their attitudes, beliefs, behaviours, and practices, as 
the objective of ethnography is to come to a deeper understanding of how people 
in particular contexts experience their social and cultural worlds. The 
ethnographic approach to the study of communicative activity aimed to “provide a 
framework for the collection and analysis of descriptive data about the ways in 
which social meaning is conveyed, constructed and negotiated” (Saville-Troike, 
1996, p. 351). In the case of second language learning, the aim is “to study 
contexts and events where participants are struggling to achieve communicative 
goals through the means of a second or other language” (Mitchell & Miles, 1998, 
p. 164). This aim fitted the purpose of this study.  
 
Participants 
Random and purposive sampling is chosen for sampling method in this study. 
Purposive sampling is often used in qualitative research. According to Lincoln 
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and Guba (1985), purposive sampling allows the full scope of issues to be 
explored. Purposive sampling can be very useful for situations where there is a 
need to reach a targeted sample quickly and where sampling for proportionality is 
not the primary concern. Participants are selected because of specific 
characteristics. Based on a purposive sampling procedure (Creswell, 2008), the 
teachers were identified using the following purposes: variations in teaching 
experience, professional capabilities and qualifications. 
A significant number of participants in this study were drawn from the following:  
1. A reference group of experts from the field locally and abroad. The local 
reference group consists of Adjunct Professors; Professors Emeritus; 
Professors of Education; Directors of Education from CDC, Teacher 
Division, States Education Directors. The abroad group consists of 
representatives from Western Australian and New Zealand Education 
Department and /or Queensland University of Technology. 
2. English and Mathematics Guru Cemerlang (GC) (Form 1, Form 2 and Form 
4) from the northern states of Malaysia.  
Gaining Access  
In order to carry out a study at a government national school the researchers 
firstly obtained approval from the Educational Planning and Research Division 
(EPRD) of Ministry of Education (MOE). With that approval the researchers 
managed to retrieve a list of Excellent Teachers, or locally more widely known as 
Guru Cemerlang (GC) in English and Mathematics throughout Malaysia from the 
Inspectorate and Quality Assurance department (JNJK) and gained State 
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Education Department‟s approval. After an initial contact through phone 
conversation to the list of GCs, four teachers agreed to take part in this study. The 
researchers proceed to arrange an initial meeting with the school principal and 
teachers to inform them about the purpose and procedures of the study, how it 
would be carried out at their classes.  
 
Data Collection 
The data was collected in the following phases. 
Phase One: Familiarization with the professional development context and 
selection of participants  
A reference group of experts from Malaysia and Australia were convened and 
invited to comment on the language policy and the national curriculum, and 
teaching and learning of English language. Document analysis and a brief 
literature review were conducted on topics such as Teaching Standards 
Framework, effective teachings of English, and initial stages of the teaching 
profession. This phase enables the researcher to clarify the context of the study 
and to select participants for Phase Two. The main objective is to familiarise the 
researcher with the context of developing the framework. This phase involved an 
interview with the writer of the framework in Australia and non participant 
observation.  
 
Phase Two: Conducting a seminar 
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This phase enabled the researcher to collect information from the focus groups of 
expert teachers on their oral communications skills in classrooms and their views 
on what kind of oral communication skills teachers should have and would be 
able to do. The teachers will be selected based on the following purposes: 
qualification; teaching experience; experience of teaching at secondary schools 
and professional development. 
While the participants were watching videos on teaching, the participants were 
asked to observe and identify oral communication skills that were centred on the 
taxonomy which was developed from three existing sets of categories: oral 
communication skills, communication strategies, and non verbal communication. 
Data collected from videotaping will be transcribed and analysed under the 
identified aspects of the oral communication skills dimensions. The outcome of 






As is typical in qualitative research (Creswell, 2008), an inductive analysis of the 
data was adopted so that themes emerged from the data. Being an interpretivist 
study, there was on-going data analysis of the corpus of data which included 
transcripts of classroom observations field notes. The transcriptions and the field 
notes were used as a basis for identifying the main categories of participants’ oral 
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communication behaviours while responding to students’ contributions; 
sociating/establishing and maintaining classroom rapport; organizing/giving 
instructions; directing; presenting/explaining; evaluating/correcting; and 
eliciting/questioning to the students. The process of analysis involved examining 
and re-examining the data to discover the emergence of recurrent patterns of oral 
communication skills. As the data was varied and dense, it was necessary first to 
identify the most noticeable pre-determined categories to allow for in-depth, 
thorough analysis.  
As this study is primarily the analysis of transcripts of classroom communication, 
it was felt that elements of discourse analysis should be used which refers to the 
procedures used for examining chunks of written and spoken language (Allwright 
& Bailey, 1991). Being a classroom research, this study involved the analysis of 
the teachers’ spoken language. According to Van Lier (1988, p. 122), it is ‘an 
analysis of the processes of interaction by means of close examination of 
audiovisual records of interaction’. It is important to bear in mind, however, that 
discourse analysis is a very broad term and covers many analytic processes, from 
coding to more qualitative interpretations. The latter is the procedure adopted in 
this study. Certain behavioural features of oral communication skills were 
examined to allow for a qualitative interpretation of patterns.  
Taking these considerations into account and being aware of the anti-positivist, 
interpretive paradigm, the researcher chose to develop pre-determined categories 
which arose from the data. A taxonomy was self-developed, as outlined below. 
Teacher Oral Competency Framework (TOCF) 2011 
 
 93 
According to McDonough and McDonough (1997), ‘a researcher develops his or 
her own categories for some particular research purpose’ (p. 108). In this stance, 
existing sets of categories were utilised to suit the purpose of investigating 
patterns of oral communication skills which can only emerge from the data.  
The data were openly coded to allow for the data to be categorised.  The 
transcripts proved to be voluminous, which resulted in the identification of three 
sets of categories for further analysis. These are as follows:- 
 Bowers’ categories of verbal behaviour in the language classroom (1980)  
 Bleach’s categories of teacher’s use of oral communication skills (2000) 
 Williams, Inscoe, & Taskers’ taxonomy of communication strategies 
(1997)  
The first two categories of oral communication skills were developed for second 
language classroom research in particular and language education in general. The 
first set of categories, proposed by Bowers (1980), covered a wide variety of oral 
communication skills in teaching the language. Bowers’ categories were directly 
derived from foreign language classroom data. The categories were used to 
analyse every utterance in the language lessons, either by students or teachers. 
Bowers’ categories were developed for the analysis of teachers’ oral 
communication skills, which  consist of the following: responding to students’ 
contribution; sociating/establishing and maintaining classroom rapport; 
organising/giving instructions; directing; presenting/explaining; 
valuating/correcting; and eliciting/questioning. These aspects were all a focus of 
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the present study of communicative competence. Therefore, Bowers’ categories 
formed the first part of the taxonomy.  
 
The second set of categories, proposed by Bleach (2000), included a nonverbal 
component of oral communication skills and other verbal components. These 
categories were developed by Bleach from normal teaching practice. A particular 
feature in these categories is that they make use of different levels of 
generalisations. This includes three categories of oral communication skills: 
teacher talk and language, explaining, and listening.  
 
The above two sets of categories focused on mainly the same oral communication 
skills, as Bowers’, and Bleach’s categories provided more specific subcategories 
of oral communication skills and clearer definitions and examples. Examples of 
these oral skills are the use of different sentence structures of teacher talk, basic 
skills of explaining, making explanations easier to remember and understand, 
listening, and the different types of nonverbal components of oral communication 
skills. Oral communication skills and non verbal communication are related to the 
content of the lesson (Bowers, 1980; Bleach, 2000). These skills were all a focus 
of the present study of communicative competence. Therefore, Bleach’s 
categories formed the second part of the taxonomy.  
In this study, a third set of categories was developed for communication 
strategies. These strategies were adapted from Williams et al. (1997) who 
classified CSs into confirmation checks, clarification requests and 
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comprehending/comprehension checks.  These categories proved to be very useful 
for this study because many types of strategies observed in the data are the kinds 
included in this taxonomy. Williams et al.’s taxonomy is interactional-based. As 
an example, a strategy called ‘clarification requests’, is the echoic question type 
that seeks repetition or confirmation of something in the other. Although these 
two strategies are referred to as having the same meaning, the study included 
them both and made a distinction between them. Williams’ et al. categories 
formed the third part of the taxonomy used in the present study. 
The study was therefore innovative in nature and uses an eclectic approach, 
covering a wide variety of oral communication skills and CSs. The advantage of 
the three-part taxonomy was that it has the potential to identify every oral 
communication skill and communication strategies that occurred. 
 
The developed taxonomy includes three general categories: oral communication 
skills, nonverbal component of oral communication skills and communication 
strategies. It should be noted, however, that because of the nature of 
communication, some oral communication skills could be in either category 
depending on the communicative context. The following Table 1 shows 
categories of examples of oral communication skills, nonverbal communication 
and communication strategies observed in classrooms and also a sample from the 
analysis of one participant. 
 
 




Initial findings and discussions of the Development of Teacher Oral 
Competency Framework 
Phase One: Familiarization with the professional development context and 
selection of participants  
The interviews were conducted in person in order to prompt responses from the 
education experts and the framework’s writer on the events that happened in the 
teacher education and gather in-depth information about teachers' competency and 
knowledge perceptions on oral communication skills when teaching and learning 
took place. The interview was conducted on 5 June 2009. The writer of the 
competency framework from Western Australia Education Department stated 
that:  
professional attributes outline the characteristics that are readily 
identifiable as essential to effective teaching. These attributes 
ensure teachers are prepared for the challenges, demands and 
obligations of teaching. In addition, professional attributes provide 
the underpinning values, beliefs and skills for the decisions and 
actions teachers make in their day-to-day work. They describe the 
attitudes and behaviours through which teachers demonstrate their 
ability to facilitate student learning. Effective teachers demonstrate 
the following professional attributes . . . and one of those is 
effective communicator. Teachers have a presence that creates a 
positive influence on students’ behaviour. They can articulate their 
thoughts and ideas whilst modifying their language according to 
the context and audience. 
 
Phase Two 
The developed taxonomy includes three general categories: oral communication 
skills, nonverbal component of oral communication skills and communication 
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strategies. It should be noted, however, that because of the nature of 
communication, some oral communication skills could be in either category 
depending on the communicative context. The following table shows categories 
of examples of oral communication skills observed in classroom and also a 
sample from the analysis of one participant. 
 
Table 4.1: Taxonomy of Teacher’s Oral Communication Skills 
Categories Classroom 
Securing students’ attention/ 
sociating/ establishing and 
maintaining classroom rapport 
Good evening everybody. OK. Sit down. 
Organizing/giving instructions For today, we’re going to look at the things that we can 
count… 
Directing  Students, be quiet… 
Presenting/explaining Now, look at your questions… 
Evaluating/correcting The word ‘was’ please remember… 
Eliciting/questioning  
(e.g. comprehension checks, 
clarification requests, 
confirmation checks, referential, 
display, expressive rhetorical ) 
Where do you come from?  
Discussion  
Listening   
Teacher talk and language -Be 
simple, be short and be human 
The teacher varies the length of 
statements by using: 
1. the concrete noun rather 
than the abstract; 
2. the active voice rather 
than the passive; 
3. the short sentence rather 
than the long; 
4. the simple sentence 
rather than the 
compound; 
5. the direct statement 
rather than the 
circumlocution; 





What is a tray? 
Something you put the food on. When you go to cafeteria, 
you put your… food, the drink on the tray.  
tray.  
I want the answer 
I call you first 
Look at page 96 
Okay next one 
You can draw if 
   you want to 
 
Tone, volume and pace of voice  




Eagerness and interest Nodding and head shaking 
Confidence and caring  
Confirming/confirmation 
checks  
Did you mean? 
Clarifying/ clarification 
requests  
What do you mean? Or sorry, I didn’t understand) 
Comprehending/comprehension 
checks  
All right? OK? Understand? Or Do you know what I mean? 
 Reformulating/reformulations 
(These utterances offer some 
modification of the previous 
utterance). 
How do you spell :wives”? Which one, singular or plural?  
Repetition (These are exact 
duplications of what has been 
uttered) 
Ahmad was  admitted…was admitted…please remember that 
Circumlocution (The strategy of 
describing the characteristics 
features of intended meanings or 
express his/her meaning in 
several words 
Emotion? What? Again? 
Emotional…Emotional 
Code switching (The strategy of 
drawing upon L1 to solve the 
problem) 
What kind of ”rojak”? 
 
Presentation and Discussion of English and Mathematics’ Teachers Oral 
Communication Skills 
Regardless of the subjects that the teachers were teaching, the teachers attended to 
the meaning of English and Mathematical concepts and processes, but the oral 
communication skills differed in these subjects. Differences were noted not only 
in terminology, but also in style, content, grammatical structure, and participation 
by the teacher and the students. This leads to the belief that there are subgenres of 
Mathematics and English oral communication skills. For this study the language 
genres found in the English class are called English Oral Communication Skills, 
while the language genres found in the Mathematics class are referred to as 
Mathematics Oral Communication Skills. Throughout this section the main 
characteristics of the teacher’s oral communication skills are presented and 
discussed. The patterns identified in the data during the iterative analysis process 
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highlighted several features of the teacher’s oral communication skills. These 
features are represented in Tables 4.2 and 4.3 and show the characteristics 
common in the teacher’s oral communication skills in both English and 
Mathematics classes. 
In particular, Table 4.2 shows the similarities in the teacher’s talk in the algebra 
classroom and her talk in the physics classroom. Entries in Table 4.3, presented 
later in the chapter, show that there were differences between the teachers’ 
English oral communication skills and Mathematics oral communication skills. 




The content of the English teacher’s oral communication skills relied on English 
concepts and mathematical concepts and processes, which in most cases were also 
components of mathematics oral communication skills. The English teacher’s oral 
communication skills, therefore, shared several characteristics with Mathematics 
teacher’s oral communication skills, most notably when they were performing 
numbers. In particular, the shared characteristics were the use of long and 
interconnected utterances, the use of linguistic links between curricular content, 
the use of context as a motivator for the curricular content, the use of informal 























Long interconnected utterances 
 
Linguistic links between previous and new content 
 
Context as a motivator for the study of English and Mathematics 
 
Informal language for mathematical manipulations 
 
Organized nature of the discipline 
 






The primary differences between the English and Mathematics teachers’ oral 
communication skills are shown in Table 4.3. These differences were evidence of 
the differing instructional design of the courses. The purpose of the utterances in 
both classes was either to convey meaning or to generate meaning. Other 
differences were apparent in the ways informal language and gestures were used 
by the teachers. Even though both teachers generally shared the attribute of 
informal language, oral communication skills in both English and Mathematics 
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manifested this attribute in different ways. The oral communication skills used by 
Maths teachers often incorporated informal language to help students to make 
sense of the terminology. This was accomplished through analysing root words 
and literal meanings. In contrast, English teachers often used informal language or 
non-technical language to make sense of concepts. In this way English oral 
communication skills were more likely to generate meaning from a situation 
familiar to the students and relevant to English, whereas algebra talk conveyed 
meaning from natural language instruction. Therefore, the teacher’s mathematics 
talk was focused on the procedures more than on any underlying conceptual 
understanding. Mathematics oral communication skills presented mathematics; 
English oral communication skills developed ideas. 




English Oral Communication Skills Mathematics Oral Communication Skills 
 
Generate meaning for phenomena  
 
 
Convey meaning for procedures and 
concepts 
 




Questions focused on procedures 
Use of informal language combined with 
formal definitions 
 
Use of informal language to provide 
motivation for the meaning of certain 
terminology 
 
Use of gestures to illustrate talk and focus 
student attention 
 




Mathematics as analytical and interpretive 
tool 
 
Use of demonstrations and drawings to 
help 
“tell” a story 
 








English oral communication skills as it was exhibited by this one teacher over the 
course of the semester took on attributes associated with the purpose or goal of 
the discourse. Therefore, the function of the utterances framed the genre 
characteristics. For example, teacher’s oral communication skills in the English 
class involved the use of grammatical structures that served to present information 
in varied forms to generate meaning. Moreover, the content of English and 
Mathematics played key roles in the attributes of the language genres. 
Mathematics content is seen as more rigid, and this rigidity was, therefore, 
evident in the talk. English, however, is more flexible and active as was evident in 
English oral communication skills. 
Mathematics oral communication skills, as it was evidenced over the course of the 
semester, stressed the highly organized nature of mathematics. The Maths 
teacher’s oral communication skills assumed several linguistic and other attributes 
associated with the purpose or goal of the discourse. Oral communication skills in 
the Mathematics class involved the use of grammatical structures that served to 
present information in rigid forms. The rigidity was noted in the way that meaning 
was conveyed and procedural focus. 
English oral communication skills tended to investigate concepts as a 
means of developing understanding, whereas Mathematic oral communication 
skills were limited to discussion of procedures. Burton (1988) pointed out that 
students need to see Mathematical language as a means of conveying meaning. 
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Clearly in the current study Mathematic oral communication skills conveyed 
procedures, but did not convey relational mathematical meaning. In general, 
English oral communication skills did accomplish the goal of attending to 
meaning as far as the English topics were concerned. The case was different for 
Mathematic oral communication skills in English classes, which still attended to 
procedures.  
 
The present study indicated that the teachers of English usually 
incorporate the subjects with many activities and visits to make them more 
interesting and thus the students may like these teachers more. In the observed 
lesson, the materials were presented in an interesting way by giving appropriate 
examples and illustrations whenever necessary. The lesson was mainly presented 
by means of discussion. The content of the lessons was closely related to the 
textbook used. Audio-visual aids are used in order to help the students understand 
the text more intelligently, or to help them get better insight into the subject. The 
questions used in the lesson were thought provoking with some guidance and 
direction for the better understanding of them. Generally, a good learning 
atmosphere is created because the teacher is warm and friendly.  
 
The important implication is the development and presentation of the conceptual 
notion of language genre. The language genres found in this teachers’ classroom 
present an interesting backdrop for further study. Moreover, through the 
identification of the language genres of this teacher and the characteristics of the 
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teachers’ oral communication skills, transitions between these language genres 













































The Framework was developed to: provide a structure and language within which 
statements of professional standards are defined. By setting out essential elements 
of effective teaching it acts as a common reference point for dialogue between 
members of the profession and the community; promote and support quality 
teaching by making explicit knowledge, skills and attributes that characterise 
good teaching practice. Understanding what teachers know, do and value is an 
important step in enhancing the profile and standing of the profession; give 
teachers a tool that outlines a continuum of abilities and responsibilities central to 
professional excellence. This enables teachers to make informed decisions about 
the direction of their professional learning as they aspire to a higher level of 
performance; identify knowledge, skills and behaviours needed to assist practising 
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teachers move along their chosen career path; raise the quality of education in 
Western Australian schools by providing teachers with a document that supports 
their efforts to improve their professional practice thereby enhancing student 
outcomes; provide direction for tertiary institutions and professional development 
providers as they continue to develop programs that ensure the development of 
quality teaching.  
 
The Development Process  
The development of professional standards for teachers has grown in importance 
in the field of education in Australia and overseas. At the national level, 
development of the National Framework for Professional Standards for Teaching 
is a key initiative. The National Framework facilitates national agreement on and 
consistency around what constitutes quality teaching and national collaboration in 
supporting quality teaching. The Department has made extensive use of the 
National Framework in developing this Framework. Additionally, standards 
developed by national teaching associations for English, Mathematics  
and Science have been drawn upon during the development process. This 
Framework is the product of a comprehensive consultation process involving 
teachers, professional associations, tertiary institutions, the Australian Education 
Union and other key stakeholders. From the outset, the Department acknowledged 
that in order for the Framework to be a credible and valuable tool teachers needed 
to have a significant role in the development process.  
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For the purpose of this study, TOCF has been developed on the 
understanding that any consideration of what constitutes quality teaching, in 
general and oral competency, in particular need to take into account the diversity 
of contexts and conditions in which teachers work. All efforts will continue to be 
made to ensure involvement of teachers with a range of teaching situations and 
experiences.  
 
Key Principles  
Principle 1 The Framework articulates professional knowledge, skills, and 
attributes essential for all classroom teachers, operating across three broad phases 
of competency. The competencies are generic and may be applied to specific 
teaching and learning contexts as defined by students, phases of schooling and 
learning areas.  
Principle 2 The competency standards are represented through five discrete 
generic dimensions of teachers' work. Effective teaching requires successful 
integration of these dimensions.  
Principle 3 Classroom teachers assume roles beyond the classroom in 
endeavouring to maximise their students' learning. These roles include working 
collaboratively with colleagues and other members of the school community, and 
communicating with parents and other caregivers.  
Principle 4 The phases do not signify levels of experience; rather they frame 
general and recognisable aspects of professional capacity and achievement.  
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Principle 5 Teachers develop their knowledge, skills and practices throughout 
their professional lives. This development is not linear. Teachers enter the 
profession with varying levels of prior learning, work experience and professional 
preparation, working in a range of different contexts that combine to shape their 
professional profile.  
Principle 6 There are essential attributes that people wishing to enter the teaching 
profession should have if they are to be effective teachers.  
Principle 7 The Curriculum Framework guides teachers as they develop and 
implement their teaching and learning programs.  
Principle 8 The actions of effective teachers are guided by the Department's 
values. These values are: •learning, where a positive approach to learning is taken 
for ourselves and others •excellence, reflecting high expectations for students and 
ourselves •equity, where the different circumstances and needs of others are 
recognised •care, fostering a relationship based on trust, mutual respect and 
acceptance of responsibility. The Department also promotes through its Staff 
Conduct policy ethical practice and appropriate standards of conduct and 
behaviour.  
 
Table 5.1: Taxonomy of Teacher’s Oral Communication Skills 
 
CATEGORIES EXAMPLES 
Securing students’ attention/ sociating/ 
establishing and maintaining classroom 
rapport  
 
Organizing/giving instructions  
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Directing   
Presenting/explaining  
Evaluating/correcting  
Eliciting/questioning (e.g. comprehension 
checks, clarification requests, confirmation 
checks, referential, display, expressive rhetorical ) 
 
Discussion  
Listening   
Teacher talk and language -Be simple, be short 
and be human 
The teacher varies the length of statements by 
using: 
1. the concrete noun rather than the 
abstract; 
2. the active voice rather than the passive; 
3. the short sentence rather than the long; 
4. the simple sentence rather than the 
compound; 
5. the direct statement rather than the 
circumlocution; 
6. people as the subject whenever possible. 
 
Tone, volume and pace of voice  
Appearance  
Eagerness and interest  
Confidence and caring  
Confirming/confirmation checks   
Clarifying/ clarification requests   
Comprehending/comprehension checks   
 Reformulating/reformulations (These 
utterances offer some modification of the previous 
utterance). 
 
Repetition (These are exact duplications of what 
has been uttered) 
 
Circumlocution (The strategy of describing the 
characteristics features of intended meanings or 
express his/her meaning in several words 
 
Code switching (The strategy of drawing upon L1 
to solve the problem) 
 
 
Based on the above developed taxonomy and principles suggested by the author 
of the teacher competency framework, TOCF was established for three 
expectations of teachers. 




Table 5.2: TEACHER ORAL COMPETENCY FRAMEWORK   FOR THREE 
LEVELS OF TEACHERS 
 
 
Expectations for the 
Beginning Teacher  
 
Expectations for the 
Developing Teacher  
 




Using voice and manner to 
create a sense of presence and 
involvement  
 
Effectively creating a sense 




environment as a means of 
communicating content through 
sensitivity and personal 
presence, communicating that 
as a learner, one can also teach 
others  
 
Beginning to use 
communication to establish the 
learning environment (through 
effective use of eye contact, 
voice variation, body 
language, movement, room 
arrangement, etc.)  
 
Adapting in response to 
awareness of diverse learner 
needs  
 
Adapting the environment to 
support teaching/and learning 
for a diverse range of learners  
 
Recognizing the need to adapt 
communication for diverse 
groups  
 
Demonstrating growth in 
presentation skills  
 
Reinforcing and motivating 
learners through effective 
communication  
 
Demonstrating skills in self-
presentation in professional 
contexts  
 
Refining use of media out of 
a growing awareness of how 
learners process information  
 
Demonstrating versatility in the 
creative preparation and use of 
varied media  
 
Using legible media 
purposefully and skillfully as a 
support to presentations  
 
Modeling effective teaching 
with technology  
 
Planning for the stimulation of 
many learning styles and 
modes, (e.g. visual, aural, 
kinesthetic)  
 
Selecting/producing media to 
support learning goals  
 
Choosing, creating, using 
media and technology to 
support learning  
 
Creating presentations that 
have multiple levels in order to 
meet many learners and to 
move each to a new place  
 
Using media and technology 
resources to facilitate learning  
 
Integrating media and 
technology to convey 
information and to enhance 
presentations  
 
Integrating the use of 
technology in preparing and 
presenting learning experiences  
 




opportunities for learner 




experiences which reflect an 
awareness of media literacy  
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Making goals of learning 
activities clear  
 
Increasing means of linking 
content and teaching 
strategies  
 
Practicing growth in 
presentation skills  
 
Creating presentations marked 
by ...  
_ clarity of concepts  
_ accuracy of information  
_ alternative explanations  
_ adaptation to audience  
_ effective integration of 
media and technology  
 
Developing a greater range of 
adaptation to audience needs  
 
Demonstrating understanding 
of content area/ discipline in 
both theoretical and 
experiential ways  
 
Demonstrating professional 
quality in own writing and 
speaking  
 
Designing short explanations 
for concepts or procedures 
from many different 
perspectives  
 
Adapting presentations that can 
reach out to the experience of 
the learners  
 
Communicating clearly and 
appropriately in multiple 
settings  
 
Refining ability to 
communicate effectively 
across a range of professional 
situations  
 
Translating information and 
experiences into multiple 
modes  
 
Using appropriate language 
and format in written 
communication 
Developing adaptive skill in 
tailoring communication to 





 Rethinking routine 
communications and 
continually recasting them 
out of ongoing experience 




  Communicating knowledgeably 
about the use of technology in 
education  
 
  Communicating explicitly own 
philosophy of education  
 
  Adapting effectively as 
contexts change  
 
  Searching out professional 
literature to support own 
development as professional 
and to integrate in presentations 

















































The competencies and the three kinds of overview and judgement can be used in 
different ways in mathematics education. Firstly, they can be employed for 
normative purposes, e.g. with respect to specification of a curriculum or of 
desired outcomes of student learning. In other words, they provide a tool for 
clarifying, in a non-circular way, how we want mathematical education to 
function. Secondly, they can be used for descriptive purposes. More specifically, 
they can be used to describe and characterise actual teaching practice, what 
happens in classrooms, what is being pursued in testing and examinations, and the 
actual outcomes of students’ learning. They can also be used to compare different 
mathematics curricula and different kinds of mathematics education at different 
levels or in different places, and so forth. 
Finally, by being explicit instruments of characterisation they can also be used as 
meta-cognitive support for teachers and students by assisting them to clarify, 
monitor and control their teaching and learning, respectively. Many aspects of the 
Teacher oral Competency Framework have had to be left untouched in this study, 
above all the essential issue of teacher education. How can we educate teachers, 
for all educational levels, who can foster the development of the eight 
competencies and the three kinds of overview and judgement with students? In 
the project we have attempted at characterizing the competencies of “the excellent 
mathematics and English teacher”.  
 
Implications 
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The Framework is based on the premise that effective teachers draw on a body of 
professional knowledge in order to maximise their ability to improve student 
educational outcomes. Knowledge of students, curriculum, subject matter, 
pedagogy, education-related legislation and the specific teaching context is the 
foundation of effective teaching which enables teachers to be responsive to the 
changing needs of students. 
 
Recommendations 
This TOCF supports teachers as they continue to build upon their professional 
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